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INTRODUCTION 



Throughout the nation, there is growing interest among language arts 
teachers and content teachers in teaching for understanding. As a result 
of this movement, teachers— and especially language arts teachers— are 
devoting less time to isolated skills instruction. Increasingly, they are 
teaching thinking and integrating language arts skills in ord-r to improve 
student understanding of specific works of literature. Additionally, there 
is growing interest among content teachers in teaching language arts 
skills (especially reading comprehension and writing) across the curricu- 
lum as a means to understanding the information in content courses. 
With this flourishing of interest, there arises the need for frameworks 
that can be used to integrate the language ans and to teach thinking 
across the curriculum. 

However, the instructional approaches in many schools do not specify 
teaching thinking, integrating the language arts, or relating skills directly 
to the content of a novel or essay (5). We perceive that many teachers 
and administrators are searching for methods to teach skills that reflect 
the new research on thinking, teaching for understanding, and instruc- 
tion in the language ans and in content areas. 



PURPOSE OF THE BOOK 

The purpose of this book is to present a framework that language arts 
and content teachers can use to address both the thrust to teach reading, 
writing, listening, and speaking as a means to understanding and the 
need for skills instruction that reflects recent research. In particular, our 
framework conceptualizes learning as the process of assimilating new 
ideas within the context of specific learning goals. This framework inte- 
grates research on learning and instruction in each of the language ans as 
well as research on the organizational patterns found in literature and 
content texts. Three major themes pervade this research and are empha- 
sized throughout this book: (1) the learner works actively to construct 
meaning in each of the language arts areas, (2) the goals of instruction 
involve both understanding the content in meaningful ways and becom- 
mg an independent learner, and (3) a key to both goals is learning how 
to link the new information to prior knowledge. 

The instructional strategies used throughout this book have emerged 
largely from current research in thinking and have been documented to 
be effective in the classroom. Some of these strategics emphasize model- 
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ing specific thought processes by thinking aloud, providing explicit strat- 
egy instruction, and gradually recucing the amount of teacher direction 
so that student? take responsibility for their own learning. Other strate- 
gies relate to teaching students to use organizational patterns and graph- 
ic outlining or mapping, both as a means of comprehension and as an 
aid to writing and speaking. These strategies and concepts define the 
parameters of what we call cognitive instruction (59; see also 90), 

Our goal iri developing this framework for cognitive instruction is to 
help classroom teachers as well as administrators and curriculum special- 
ists. Toward this end, we provide three Planning Guides, one at the end 
of each of the research chapters (Chapters 1-3), and five extended exam- 
ples (Chapters 4 and 5) that can be used to plan for classroom instruc- 
tion. Our examples include objectives for literature selections, communi- 
cation skills, and the content passages in basal readers. Three of the 
exantiples are content-driven in that the instruction focuses on learning 
specific strategies and skills as a means to learning the content objectives. 
Two of the examples involve skills instruction that reflects current 
tliought on thinking and instruction, 

This difference in emphasis on content and skills objectives reflects our 
suong preference for content-driven instruction wherever possible. How- 
ever, we recognize that sometimes it is not possible for individual teach- 
ers to provide such instruction if the school's objectives require mastery 
of specific skills. Moreover, we provide evidence throughout Part 1 that 
low-achieving students may benefit from explicit strategy instruction and 
information about organizational patterns. 



ORGANIZATION OF THE BOOK 

The book is organized into two pans. Pan 1 presents the framework 
for teaching the language arts as thinking; the topics covered are learn- 
ing, organizational patterns, and instruction. It is in Pan 1 that our 
essential concept— strategic teaching— is defined. In Pan 2, we present 
five examples for teaching specific content and skills objectives. These 
examples can be used as models for sequencing instruction for both 
language arts and content area objectives; because they were developed 
from the Planning Guides in Pan 1, they embody the guidelines regard- 
ing learning, organizational patterns, and instruction outlined there. 

Uses for the Framework 

The framework presented here may be used by both content area 
teachers and language arts teachers at elementary, middle, and high 
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school levels. Additionally, we hope that teachers, instructional supervi- 
sors and resource staff, and curriculum specialists can work together to 
implement strategic teaching in various subject areas and grade levels 
throughout a school or district. Our framework for strategic teaching is 
cohesive, yet robust, providing teachers with many options and guide- 
Imes to apply brocdly. This flexibility is vital because each learning 
situation has some unique characteristics. At the same time, we see a 
need for a framework that provides a common philosophy and knowl- 
edge base so that the cooperating partners share a common language. 
Th:-.s, this framework could provide the basis for developing curriculum 
and instruction in a school or district and still provide teachers at every 
grade level with choices and research-based ideas to apply to their unique 
situations. 

Note: In keeping with the recent interest in classroom research and 
the teacher as researcher, we have included numerous references for 
fiinher investigation. Generally, we have tried, wherever possible, to 
select references that have direct implications for classroom instruction. 
Additionally, we have included a glossary of terms, not only because 
some terms may be unfamiliar, but also because even familiar terms may 
have nuances of meaning in research that are not associated with their 
common meanings. 

We hope that those already involved in research- based efforts to teach 
thinking will treat this book as a good friend, anticipating the general 
perspective perhaps, but looking forward to fresh insight and informa- 
tion updates. For those who have been less involved in this research, we 
hope this book will be exciting and informative. Above all, we hope that 
our readers will find it practical for application to classroom instruction. 
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Part 1 

LEARNING AND INSTRUCTION 



Two ideas have guided the development of the framework we describe 
in Pan 1 . First, we have assumed that instructional approaches must be 
firirly grounded in what is known about thinking and learning. Most of 
the search cited here emerges from cognitive psychology — and especial- 
ly from research on reading and writing and research on organizational 
patterns. Second, most of the time spent in schools involves textual 
materials in some way: reading them, discussing them, listening to infor- 
mation about them, and generating student ** texts" in writing. For this 
reason, our framework is primarily for text-based instruction; it focuses 
on teaching the thinking processes in reading, writing, listening, and 
speaking in order to help students to understand the various texts that 
are presented in schools and to express their ideas in writing and 
speaking. 

Chapter 1 describes a number of parallel concepts shared by research 
on reading, writing, listening, and speaking. Particularly important are 
the focus on constructing meaning and the notion that the learner is 
strategic, working actively to link the ne\' information to prior knowl- 
edge and drawing on a repertoire of thinking strategies. Some of these 
strategies are used to process information; others are used to monitor the 
thinking process itself. Also important is the theme throughout this 
chapter and the book that learning is recursive (recurring) and nonlin- 
ear—that is, the learner continually returns to earlier thoughts for revi- 
sion as new information is understood and assimilated. Finally, we try to 
reconcile the notion that thinking is recursive and nonlinear with the fact 
that thinking takes place in three more or less distinct phases within a 
specific learning situation. Thus, before focused learning there is some 
period of preparation or preliminary thinking. This period is followed by 
"on-line processing" (efforts to process each segment as it is perceived) 
during focused learning. After focused learning there is a period of 
consolidation and application. The thinking strategies used during these 
three phases of learning are summarized in the Planning Guide at the 
end of the chapter. 
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Chapter 2 discusses the uses of organizational patterns, such as com- 
pare/contrast, that arc found in virtually all subject matter texts as well 
as in student writing. We argue that variations of these same patterns 
can also be found in speech. Tht*i we discuss questioning and graphic 
outlining techniques that use these organizational patterns to help stu- 
dents to understand * 'the big picture'' in spoken and written texts. This 
chapter concludes with a Planning Guide that summarizes typical ques- 
tions and categories of information associated with these organizational 
patterns. 

Chapter 3 presents the hcan of this book— the concept of strategic 
teaching, the counterpart of the concept of strategic learning. Strategic 
tcachiiig is the notion that the teacher has a repenoire of instructional 
strategies that he or she draws upon to help students to think about what 
they read and hear as well as what they produce when they write and 
speak. These strategies are designed to achieve two broad learning goals: 
to help students to link new information io prior knowledge and to heip 
students to become independent learners in each phase of a learning 
episode. 

Chapter 3 concludes with a Planning Guide that summarizes key 
instructional strategics for each phase of learning from text. This guide 
integrates the instructional strategies presented both in Chapter 2, on 
using organizational patterns to help students focus and organize their 
thinking, and in Chapter 3» on strategic teaching. Teachers and curricu- 
lum specialists can use this guide to select specific strategies for objectives 
in literature courses; skills instruction in reading, writing, listening, and 
speaking; and the content passages in basal readers and other reading 
materials. 

The key concepts and even the Planning Guides in Pan 1 are working 
ideas. They have evolved from the previous research of others and our- 
selves, and they are still evolving in terms of applications in the content 
areas (62). Thus, this book is essentially a photograph of current research 
and its implications for classroom instruction for the language ans, in- 
cluding the content passages found in basal readers. 
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Chapter 1 



THE LANGUAGE ARTS 
AS THINKING PROCESSES 



Current research on reading has provided much insight into the proc- 
ess of comprehending. There are parallel findings in recent research on 
writings listenings and speaking. We believe that these similarities exist 
because all of these thinlcing processes are merely different realizations 
of the same language system'* (103, p. 116). 



THE "NfEW" DEFINITION OF READING 

Comprehension as Thinking 

Constructing Meaning: Traditionally, it has been assumed that knowl- 
edge is acquired largely through decoding. In contrast, cognitive psychol- 
ogy defines comprehension as an interaction of the reader, the features 
of the text, and the context in which the message is given (5). Meaning 
is not contained in the words, nor is it revealed by decoding them. 
Rather, the effective reader works actively to construct meaning from the 
whole text, taking into account contextual factors such as the purpose for 
reading and the information given by the teacher. In this view, compre- 
hension is fundamentally goal oriented — the goals being to understand, 
to retain, and to apply information. 

The phrase ''construct nr.raning from text" pervades research on read- 
ing. Stated most simply, to construct meaning from text means to think 
about what is read, to make inferences about what is not stated explicit- 
ly, and to integrate what is learned with what is already known. Howev- 
er, this process is quite complex and involves various cognitive activities 
before, during, and after sustained reading. Funher, this process ulti- 
mately involves developing concepts and, in certain instances, changing 
misconceptions (3). 

Constructing meaning from text is hardly a new idea. Good teachers 
have been helping students to do this throughout the years. In fact, 
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researchers have spent considerable time deriving models of instruction 
from what good teachers do. We refer here to the **new" definition of 
reading for two reasons. First, this definition is in contrast to the ^old" 
definition that stressed decoding almost exclusively. What is new about 
the new definition cf reading is specification of the thinking processes 
used for knowledge acquisition and conceptual change. This specification 
is important because a number of these processes are often either not 
taught in schools or not taught effectively (36). Second, **the new defini- 
tion cf reading" is a grass-roots phrase used by teachers, administrators, 
ana decision makers in schools and states that are implementing pro- 
grams based on recent research in reading. 

Unking the New Information to Prior Knowledge: What are the 
thinking processes utilized to construct meaning? While there are many 
ways 10 answer this question, we look first to schema theory.* According 
to such schema theorists as R. C. Anderson (4), information is stored in 
memory in knowledge structures or schemata, which are like mental file 
folders. Besides containing information, schemata permit the learner to 
assimilate new ideas by determining what is important, making infer- 
ences, and elaborating on the meaning of what is read. 

To explain hew the proficient reader uses these knowledge structures, 
we have drawn a composite picture from several descriptions. Those 
offered by A. Collins, J. S. Brown, and K. M. Larkin (26), P. D. Pearson 
and M. C. Gallagher (86), H. Singer and D. Donlan (100), R. J. Spiro 
and A. Myers (101), and R. J. Tierney (105) may be panicularly helpfiil 
to teachers. 

The proficient reader begins the comprehension process by skimming 
parts of the text and /or by considering information provided by the 
teacher. Following these thinking activities, the model reader formulates 
hypotheses about the meaning and organization of the text. The good 
reader then uses these hypotheses to activate his or her knowledge about 
the content and organizational patterns of the text. At some point, the 
good reader may also review his or her reading/ thinking strategies. 

In this context, the word activate means much more than recall or 
review. Activating prior knowledge is a highly selective, interpretive, and 
often largely unconscious process in good readers. It involves scanning 
various mental files, selecting bits of relevant information from several 
sources, and making inferences about how the bits are related to each 
other and to the text. These inferences are then used to miike predictions 
about the meaning and the organizational pattern of the text and about 
strategies for comprehending it. 



'Schema i$ the singular of schcmau or knowledge structuri" . 
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As reading progresses, the reader continually confirms, modifies, or 
rejects the initio hypotheses and evaluates the effectiveness of the strate- 
gics selected. To do this, the reader must constantly interact with the 
text, asking what is important and unimportant, formulating hypotheses 
about how ideas are related, and comparing new information to prior 
knowledge — sometimes recalling additional information from memory, 
sometimes altering past concepdons, sometimes disagreeing with the 
author, sometimes anticipating content to come, and sometimes relegat- 
ing unnccded bits of information back to storage. This process of revi- 
sion and refinement is inherently a **start/ pause," nonlinear process, 
with pauses for reflection as well as efforts to look ahead in the text or 
review what has been read. This process may also involve efforts to 
represent the text, either mentally or graphically, in such ways as seman- 
tic mappmg and graphic outlining. 

It is evident from this description that thinking is fundamentally 
recursive and nonlinear, with numerous efforts both to ''loop back" to 
earlier thoughts to accommodate new ideas and to anticipate what is to 
come and/or skip ahead in the text. At the same time, it is also evident 
that reading takes place in phases. Before reading, the model reader 
engages various thinking processes to activate (recall) prior knowledge 
and to formulate hypotheses about the meaning, both of which serve to 
focus attention. During reading, numerous thinking processes (includir^ 
some of those used earlier) are used to comprehend segments of informa- 
tion such as a paragraph or section. After reading, the model reader 
reflects on the text as a whole and seeks to consolidate or extend learning 
in various ways. 

Strategic Learning as Thinking 

The Repertoire of Strategies and Skills: As suggested above, the profi- 
cient reader is not only constructive but also planfiil and strategic. De- 
scriptions of strategic learning, a phrase coined by S. G. Paris, M. Y. 
Lipson, and K. Wixson (85), suggest that the model reader has a reper- 
toire of strategies and skills that he or she drawa upon to achieve differ- 
ent purposes and to attain various learning goals (20, 54, 108, 112). 

Our interpretation f t :his body of research on reading skills, strategy 
instruction, and learmng from text is v^:.' this repertoire is essentially a 
**poor' concept. We believe that th'^ ik Wc reader draws upon her or 
his knowledge of strategies and skil^ *n ih ;.ool in nmch the same way 
that she or he draws upon knowlt m> oi tent. To explain, as the 
skilled reader begins to get some idea * ^ \^ substance and scope of the 
reading task, she or he scans the mrt:i,?> file folders that comprise this 
repertoire and selects knowledge of appropriate strategies to call up from 
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long-term memory for use in the present learning situation. As the task 
progresses, the proficient reader continually monitors the hypothesis that 
the strategies recalled are indeed the ones that best apply to the task or 
problem. 

Types of Strategies: Most researchers refer to two broad categories of 
strategies in this repertoire: cognitive and metacognitivc. Cognitive strat- 
egies are the thinking processes and skills described above that the reader 
uses to process information and construct meaning. M. Pressley, J. G. 
Borkowski, and W. Schneider (88) identify two types of strategies that 
we would call cognitive strategics. First, there are goal- specific strategies, 
such as categorizing a list of ideas or concepts in order to understand 
their relationship. Second, there are higher-order strategies, which are 
really clusters or sequences of strategies— for example, previewing a text, 
generating predictions, reading to confirm them, and summarizing. 
Higher-order strategies differ from goal-specific strategies in that higher- 
order strategies are oriented toward in-depth understanding. 

Metacognition means literally ''above" cognition or thinking. Essen- 
tially, metacogniti^n refers to knowing how, when, and where to apply a 
given strategy as well as to persisting in one's efforts to achieve learning 
goak (19» 81, 88). Metacognition has two dimensions: awareness and 
control. That is, the model reader thinks about his or her own learning 
processes and tries to control them. Metacognitivc activities that facilitate 
compiw.ension include the following: (1) clarifying (asking a teacher or a 
classmate to help to define a word or a relationship), (2) verifying 
(raising questions about the adequacy of the information), (3) evaluating 
new ideas and testing them against prior knowledge, (4) struggling with 
contradictions and inconsistencies, (5) revising earlier thoughts, and (6) 
withholding judgment. Other factors — commitments of time and ener- 
gy, motivation and interest, and beliefs about responsibility for learning 
throughout the learning process— relate to the learner's efforts to persist 
in achieving learning goals. Thinking about learning goals, planning 
what strategies to use, evaluating their effectiveness, and learning how 
and when to apply them to new situations arc also critical metacognitivc 
strategics. 

To summarize briefly, much of reading research focuses on two key 
ideas: the best learning occurs when the reader works actively to con- 
struct meaning from text, and the model reader is a strategic learner, 
drawing upon a repertoire or pool of strategics. This repertoire includes 
cognitive strategies, such as mentally reviewing prior knowledge in order 
to integrate new information, and metacognitive (monitoring) strategies, 
such as clarifying and revising to think about and control the learning 
process. The specification of these cognitive and metacognitivc strategics 
is important because many of theia are not specified explicitly in tradi- 
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place in phases that are analogous to the phases of learning from text. 
Interestingly, whereas much of the emphasis in reading research is on the 
before and after phases, most of writing research discusses what takes 
place during focused writing. Thus» they are not directly parallel in this 
regard. However, we believe that it is fruitful for planning instruction to 
conceptualize the process of generating a written product in terms of 
three phases — before focused writing, during focused writing, and after 
focused writing— recognizing that each phase contains recurring cycles of 
planning, drafting, evaluating, and revising. 

The Process of Composing 

In the prewriting phase (before focused writing), the expert writer 
engages in a variety of activities in order to select infot r.ation from prior 
knowledge that relates to the task. Especially important during this 
phase is the selection of content information, writing plan, audience, 
and goals for segments of text as well as for the product as a whole. This 
scanning of mental file folders may yield a rich lode of ideas which the 
proficient writer must sort, prioritize, and organize in some way. Once 
prior knowledge is activated, there may be any number of cycles of 
monitoring and revising the initial plan and the information recalled. 
This prewriting phase may also involve some effort to take notes, to 
construct graphic representations, or even to generate some preliminary 
sketches of specific segments in much the same way that the reader may 
make some preliminary hypotheses about or reprcsenta;ions of the text 
to come. Thus, prewriting, like prereading, may involve some prelimi- 
nary engagement in writing and reading respectively, but not a sustained 
effort. 

During sustained writing, the proficient writer works actively to draft 
ideas that reflect the plan laid out in the prewriting phase. However, this 
phase is highly recursive in that the expert writer is constantly evaluating 
the current text, modifying his or her message by rejecting or modifying 
previously stated ideas and wording, translating the message into differ- 
ent language, considering how the audience will respond, selecting dif- 
ferent information from prior knowledge, and establishing new points of 
emphasis. Thus, throughout this phase, the good writer continually com- 
pares the text produced at any given moment to his or her representation 
of the audience's perspective, to previously written text, to prior knowl- 
edge, and to anticipated subsequent text. These points of comparison 
may include any or all of the following: topic, vocabulary, syntax, and 
organizational pattern. 

Eventually, there is a moment in which the proficient writer feels that 
she or he is ready to release the draft for some phase of final editing. 
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This last editing and revision may focus on such things as syntax, word 
meanings and sentence-level considerations as well as on overall meaning 
and organizational patterns. Tliis revision phase may be brief, involving 
only minimal planning, selecting, and drafting— or it may be quite 
lengthy, if substantial problems are uncovered. Indeed, the writer may 
reject the product more or less completely and start over again. 

Not surprisingly, given the similarities between reading and writing, 
there is now an increasing body of literature on the reading/writing 
relationship. P. D. Pearson and R. J. Tierney (87), for example, have 
gained much insight into the process of reading by conceptualizing the 
reader as a writer composing a message. Additionally, there are impor- 
tant implications from text analysis for writing (see below). 

The Repertoire of Writing Strategies 

Another parallel between reading and writing is the notion that the 
expeit writer is strategic and planful. Apparently, student writers concep- 
tualise writing as ^'knowledge telling,'' according to M. Scardamalia and 
C. Bereiter (94); they **teir* what they know about a topic and stop 
when they have nothing more to say, with little planning or thought 
about strategies and organizational patterns. In contrast, expert writers 
use various strategies including writing plans and organizational patterns 
(71, 72). Expert writers also use various monitoring strategies to revise 
their goals and their texts. Thus, the expert writer also has a repertoire of 
writing strategies and skills for each of the subprocesses listed above. 



PARALLEL CONCEPTS IN LISTENING AND SPEAKING 

Given that listening and reading both involve comprehending and 
that speaking and writing usually both involve some degree of compos- 
ing, it seems likely that the underlying cognitive and metacognitive 
processes are closely parallel in many ways. Yet, it is important to note 
from the outset of this discussion that, due to constraints of space and 
our focus in this book, we cannot address the abundance of research on 
informal speaking and listening as it occurs in fluid dialogues and other 
contexts. Thus, our discussion in this section will be limited to the 
research on listening comprehension, such as listening to lectures and 
stories, and instances of speaking associated with argumentation, which 
is a type of text, according to our definition of text. Below we consider 
models of listening and argumentation separately; then we will consider 
some common parallels. 
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Listening Comprehension 

P. Friedman (42), for example, defines the listening process in terms 
of three phases: attention (the before phase), understanding (the during 
phase), and evaluation (the after phase). A. D. Wolvin and C. G. 
Coakley (114) have devised a somewhat more complex model of listen- 
ing: the listener responds to a stimulus that she or he receives (the before 
phase), attends to it with meaning assigned (the during phase), and 
remembers, acts on, or evaluates it with feedback of some kind (the after 
phase). 

S. W. Lundsteen's model (66) of the listening process is interesting 
because she discusses the role of prior knowledge and the cognitive 
processes of the model learner for each phase of listening. The learner 
must (1) hear the stimulus and (2) hold it in memory before (3) he/she 
can attend to the message. Once the message is perceived, the learner (4) 
forms images of the meaning of the message, (5) searches for past stored 
ideas, (6) compares the incoming information to the prior knowledge, 
scanning for organizational cues, (7) tests the hypothesized meaning by 
looking for additional cues and a good "match" between the incoming 
information and the hypothesized meaning, (8) recodes the information 
according to the meaning, (9) stores the information, and (10) thinks 
beyond listening, using the iriformation for some specific purpose such 
as problem solving or critical evaluation. 

Throughout this conceptualization, Lundsteen emphasizes the recur- 
sive nature of the various steps and the variety of higher-order thinking 
processes needed by the learner to become proficient in listening. There 
is also the concept of the strategic learner. Indeed, her model contains a 
lengthy set of complex thinking processes involved in listening. 

Argumentation 

Models of argumentation, which derive largely from research on 
speech and communication, indicate that formal speech involves thought 
processes similar to those underlying the other language arts. J. G. Delia 
(30), for example, discusses the constructivist position. Essentially, com- 
munication is defined in terms of constructing meaning. That is, the 
individual works actively to perceive and interpret the reality of what is 
stated. According to C. L. Hale (47), another argumentation researcher, 
the data for this ''sense-making" process arc the verbal and nonverbal 
cues perceived by the individual, but the sense-making itself is interpre- 
tation, and the role that prior knowledge plays in this process is critical. 
Additionally, the proficient learner is armed with specific argumentation 
strategies for developing and evaluating an argument. G. B. LaFlcur 
(63)» for example, defines nine specific strategies to resolve an argu- 
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mcnt— among them arc bolstering^ exploding, refusing, and redefining. 

S. Toulmin (107) has devised a generic model that defines the essen- 
tial elements of argumentation in terms of the following seven concepts: 
claims, ground, warrants, backing, model, qualifien, and rebuttal. This 
model is intended to provide a common language for educators to use 
aaoss the cuniculum for teaching argumentation. 

PARALLELS AMONG READING, WRITING, 
USTENING, AND SPEAKING 

First, like reading and writing research, both listening and speaking 
research defines the underlying thinking processes as goal oriented, the 
goal being to construa or communicate meaning. Second, there is an 
emphasis on the importance of prior knowledge, though it does not 
seem to be emphasized as strongly as it is in reading and writing. Third, 
the process of constructing meaning in listening and speaking is often 
conceptualized explicitly or implicitly in terms of three phases that close- 
ly parallel our concent of the three phases in reading and writing. 
Fourth, while the process of presenting a story or argument may be 
highly linear, the process of listening comprehension is recursive and 
nonlinear as are the processes of constructing a speech or argument and 
of analyzing it. Finally, both listening and speaking share the concept of 
strategic learning, either implicitly or explicitly, along with reading and 
writing. That is, both cognitive and metacognitive strategies appear to be 
involved in listening and speaking. Thus, it seems that there arc close 
parallels in the thinking processes in all four language arts areas. 



IMPUCATIONS FOR INSTRUCTION 



We began this chapter indicating that we anticipated finding numer- 
ous parallels in reading, writing, listening, and speaking because all of 
these processes were "realizations of the same language system." The 
body of this chapter has teased out both the diversity of these processes 
and some of the specific ways in which they ''••e similar. Now we must 
ask, "What are the implications for instruction?" 

Two broad issues are critical. First, we need to show how all of the 
different processes relate. This means providing a framework that inte- 
grates the language arts as well as metacognitive and cognitive processes. 
Second, we need to develop a concept of sequencing instruction that 
simultaneously accounts for the recursive and nonlinear quality of think- 
ing and also for the notion that thinking progresses through phases in 
any given learning situation. 




their own concepts of the thinking processes in reading, writing, listen- 
ing, and speaking. 

Planning Guide 1 contains two columns. The first column lists the key 
thinking activities used by the proficient learner at various times to 
prepare for focused learning and to process the various segments of what 
is read, written, heard, or spoken. It is critical ^o note that while all of 
these processes can be used in some learning situations, it is unlikely that 
the learner will use all of these activities for lost learning situations. The 
right column has blank spaces in which to outline a sequence of instruc- 
tional strategies for before, during, and after focused learning. 

The conceptualization of learning in this guide is consistent with a 
number of models of learning emerging from cogn' ' - psychology and 
instructional design. This framework is also consistent » .h our observa- 
tions of what good teachers thirk about learning as well as with the new 
research on expen teaching (17, 64). We believe that a good understand- 
ing of learning is fundamental to strategic teaching. 
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Thinking Process 



Planning Guide 1 

Thinking Processes in the Language Arts* 
► Instructional Strategies 



PREPARATORY PROCESSING 



BEFORE FOCUSED INSTRUCTION 



Comprehend objective/task 
Df^fine leammg objecttves 
Consider task/audience 
Determir^e cntena for success 

Preview/Setect matenafs/cues at hand 
Skim features and graphic aids 
Determine content focus/organizational pat- 
tern 

Activate pnor knowledge 
Access content and vocabulary 
Access categories and structure 
Access strategies/plans 

Focus interest/Set purpose 
Form hypotheses and questions/Make predic- 
tions 

Represent/Organize ideas (Categorize/Outline) 



ON-UNE PROCESSING (Text Segments) DURING FOCUSED INSTRUCTION 

Modify hypotheses/Clanfy ideas 

Check hypotheses, predictions, questions 

Compare to prior knowledge 

Ask clarification questions 

Examine logic of argument, flow of ideas 

Generate new questions 

Integrate ideas 

Select important concepts/words 
Connect and organize ideas, summarize 

Assimilate new ideas 
Articulate changes in knowledge 
Evaluate ideas/products 
Withhold judgment 



Integrate/Organize meaning for whole 
Categorize and integrate information, con- 
dude 

Summanze key ideas and connections 
Evaluate/Revise/Edit 

Assess achievement of purpose/learning 
Compare new learnings to prior knowledge 
Identify gaps m learning and information 
Generate new questions/next steps 

Extend learning 

Translate/Apply to new situations 
Rehearse and study 

ted from Teaching Reading as TStnkmg{%l) Reprinted with permission 



CONSOLIDATING/EXTENDING 
("The Big Picture") 



AFTER FOCUSED INSTRUCTION 



Chapter 2 



THE IMPORTANCE OF 
ORGANIZATIONAL PATTERNS 



In Chapter 1, as we discussed the various thinking processes used in 
comprehending and composing texts, we touched on the importance of 
understanding organizational patterns in texts. In this chapter, we dis- 
cuss the characteristics of the organiz- onal patterns in reading, writing, 
listening, and speaking. The purpc of this chapter parallels that of 
Chapter 1. Here, we show ihat the c; ^anizational patterns in each of the 
language arts are essentially the saine. Additionally, we discuss how 
teachers can use these patterns to help students organize information in 
reading and writing. Knowledge of these organizational patterns, as well 
9S knowledge of how, when, and where to use them, is a key element in 
the repertoire of strategies acquired by the model learner. Therefore, 
knowledge of the nature and use of these patterns should be part of the 
repertoire of instructional strategies of the strategic teacher. 



ORGANIZATIONAL PATTERNS IN WRITTEN, 
SPOKEN, AND GRAPHIC TEXTS 

Organizational Patterns in Written Texts 

An organizational pattern is a recognizable arrangement of informa- 
tion. Organizational patterns such as compare /contrast are often called 
text structures. However, the term organizational pattern is used here 
because it is more widely used in schools and because we believe that 
these patterns extend well beyond texts. In a word, they are fundamental 
to thinking itself, as suggested above. 

Three features of organizational patterns pertain to this discussion. 
First, there are two types of organizational patterns: generic and specific. 
Second, organizational patterns usually contain signal words or text 
markers that suggest particular organizational patterns. Third, there are 
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specific questions and categories, called frames, that can be used to 
define and organize the information in a given organizational pattern. 
Each of these features will be discussed below. 

Get$em am/ Specific Paitems: Generic organizational patterns are 
those that typically cut across texts in literature, science, and other disci- 
plines. G>minon generic patterns have been described by Meyer (72) and 
Armbnister (10), each using somewhat different terminology. Ours is a 
composite list in which we distinguish three diffetent categories of organ- 
izational patterns. 

First, some organizational p?.ttems focus on one imponant element or 
idea, plus supporting information. Within this atcgory, we include 
descriptive texts, proposition/suppon patterns such as an opinion para- 
graph or a text with major and minor ideas, and simple argumentation. 

Second, there are organizational patterns that describe sequences of 
something. These patterns include temporal structures such as a series of 
events, steps in a procedure, and stages of development, as well as the 
goal/action/outcome pattern. 

Third, other patterns emphasise 17^0 or more focal points, plus se- 
quential elements in some instances. These include compare /contrast, 
problem/solution, cause/effect, and interaction of two or more persons 
or groups. 

Content-specific organizational patterns are recognizable arrangements 
of ideas that are fornd in specific-content texts. Story grammars are 
content-specific patterns, for example. Story grammar refers to the actual 
structure of a story as well as to the knowledge of that structure that the 
learner brings to bear in reading or listening to a story (102). This 
knowledge can consist of simple notions about stories having a begin- 
ning, middle, and end. Or it can include knowledge of specific genres 
such as legends and autobiographies, as well as techniques used to attain 
mood and style (10). We believe that the recent thrust to study content 
knowledge and content texts will reveal other content-specific organiza- 
tional patterns. 

Text Matters amJ Signal Words: As stated earlier, a second feature of 
organizational patterns is the use of text markers and signal words. In 
well-written prose texts, both generic and content-specific patterns are 
highlighted by key words and phrases which serve as cues to the reader in 
icientifying a panicular organizational pattern (33, 54, 70). Thus, when 
the reader sees such a phrase as '*in contrast,'' he or she can predict that 
the organizational pattern is compare/contrast. Text markers for sequen- 
tial texts include "at first,'' "eventually," and "after." Regarding con- 
tent-specific patterns, the use of such phrases as "once upon a time" in 
children's stories, animal characters in folk tales, and references to specif- 
ic time periods in historical novels signals the reader ?Vout specific genre 
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psittems. Skills Example 1 in Chapter 5 includes an extensive list of these 
signal words for generic organizational patterns. 

Frame Qmestioms ami Cafegories: Frames are a third feature of organi- 
zational patterns. Frames are sets of questions and categories used to 
specify and "chunk" information wiihin generic and content-specific 
organizational patterns. These chunks may be arranged in various ways, 
depending on the organizational pattern and the meaning constructed 
by the composer or comprehender. 

Consider the frame questions for the problem /solution pattern (a 
generic pattern): 

• Who had the problem? 

• What was the problem? 

• What caused this problem? 

• What were the negative effects? 

• What actions were taken to solve the problem? 

• What were the results of these actions? 

These particular questions were used to integrate information about the 
national debt and other problems in a social studies text (38). 

Authors often have such questions in mind when writing a textbook, 
even if they do not state them explicitly. However, even if frame ques- 
tions are not stated, a good reader knows and uses them to organize and 
enhance her or his understanding of the problem and solution. 

Frame categories function in the same way. Numerous researchers have 
discussed the categories that are needed to understand concepts (68). 
Specifically, in order to understand a vocabulary term or concept in 
literature or any other content area, it is important to know the defini- 
tion, the critical features, the domain or category, examples, and, where 
kppropriate, nonexamples. Good descriptions of a concept that include 
the information in most of those categories are rare in literature. Howev- 
er, a good learner tries to gather this information or to generate it by 
inference. A good teacher also relates the new concept to prior knowl- 
edge in some way. 

Because generic patterns cut across the various content areas, the spe- 
cific frame questions and categories may vary somewhat. The problem- 
solving frame referred to above, for instance, would have different ques- 
tions for solving a problem in science or conceptualizing a character's 
problem in a literary work. Similarly, the specific categories for a propo- 
sition/support text structure may vary greatly, depending on the age of 
the student and the course. In elementary school, most textbooks refer 
simply to two categories: main ideas and details. With older students, 
there are additional categories for the proposition /support pattern: major 
ideas, minor ideas, and details. This same organizational pattern takej 
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yet other fonns as students learn about writing themes and thesis 
statements. 

Planning Guide 2 contains frame questions and categories for generic 
organizational patterns. Figures 1, 2, and 3 illustrate how three different 
frames apply to specific examples. (For easy reference, we have placed all 
(rf the figures in this chapter at the end.) However, we will defer discus- 
sion of Planning Guide 2 and the figures until later. 

Content-specific fi'ames, as the name implies, are found only in a 
particular content area. B. B. Armbnister and T. H. Anderson (11; see 
also 10), for example, refer to the region frame that is common in most 
geography texts but rarely found in other texts. This frame contains such 
categories as land surface features, bodies of water, climate, and popula- 
tion characteristics. Thus, the region frame is essentially a descriptive 
orgsmizational pattern. 

Similarly, the government frame, containing questions to establish 
who govergs and what the rights of the people are, would be found in 
any number of social science texts or historical novels but not in science 
texts. Tots for the physical sciences are Mkely to contain patterns to 
describe processes such as photosynthesis and parts of complex systems 
such as the lungs (67). 

Organizational Patterns in Spoken Texts 

T. G. Dcvine (32) posits that the word text includes any verbal utter- 
ance that is seen or heard, a position we have taken throughout this 
book and elsewhere (61). Given this premise, we would argue that 
speech often contains the same organizational patterns as prose text. 
Consider the teacher who is explaining a plot. His or her explanation 
may well reflect (implicitly or explicitly) the frame questions, categories, 
and signal words of a problem /solution text, a sequential text, or an 
interaaion text. Or consider the compare /contrast example above. One 
would surely expect to hear the teacher use such signal words as "howev- 
er,'' **in contrast," * 'similarities, ' '*dLYerences,'' and so on. Similarly, 
a spoken text such as a lecture, a teacher explanation, or a debate would 
contain the same frame questions and categories as the same content in 
print. These parallels exist because, as noted earlier, the spoken word is a 
manifestation of the same language system as the printed text. 

Organizational Patterns in Graphic Texts 

Graphics include the variety of illustrations found in textbooks and 
other instructional materials. Graphic texts may or may not use words to 
signal a specific pattern, but it is evident that they reflect particular 
organizational patterns. Pictures and diagrams, for example, reflect a 
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descriptive pattern or structure. Semantic maps may also be used to 
portray various organizational patterns such as descriprion and concept/ 
definirion or concept hierarchies. Time lines and flowcharts are different 
types of sequenrial text structures. Tables and charts reflect compare- 
and-contrast text structures. Text markers and other structural informa- 
rion are given in the captions, labels, arrows, lines, legends, symbols, 
and other features of graphic texts. 

Addirionaily, B. F.Jones, and others (61) argue that graphic and prose 
texts have imponant characteristics in common. That is, well-written 
prose texts have well-defined organizational pattems, including the use 
of frames and signal words, clear connecrions among ideas, and vocabu- 
lary appropriate to the audience (7). These criteria are used to develop 
and evaluate prose texts, and Jones and her colleagues have shown that 
they can also be used to analyze graphic texts. L. B. Friedman and M. 
Tinzmann (41) have used these criteria to evaluate the graphics in social 
studies texts; their research suggests that graphics are arranged in terms 
of the same organizarional pattems as prose because graphics are repre- 
sentauons of ideas and information that we express and comprehend 
through language. 

FRAMES AND GRAPHIC OUTUNES 
FO? ORGANIZING THINKING 

The Effects of Well-Organized Prose on Comprehension and Recall 

There is now a growing body of research on how students respond to 
different types of text stmctures in prose texts. Apparently, even very 
young readers are aware of and use structural information to organize 
their recollections of what they read (102). This use of structural infor- 
marion in the text not only increases the amount recalled but also 
improves long-term retention (74). Funher, recall is greater when the 
text contains closely knit pattems such as compare /contrast as compared 
to more open-ended pattems such as description 

Interestingly, whether a text is well o j^'^oized and well signaled or 
poorly written can have a significant impacc on the amount recalled as 
well as on the organization of recall (97). Additionally, good readers 
impose their perceptions of the author's text structure on recall, whether 
the author's text is well signaled or not. However, poor readers tend not 
to have well-organized recall except when the author's organizational 
pattern is well signaled (73). In effect, well -written text or * 'considerate 
text/' to use a phrase coined by T. H. Anderson and B. B. Armbruster 
(8), has the potential to improve thr organizational patterns of poor 
readers when they write. 
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S. M. Shimmcrlik (97) also indicates that merely providing content- 
specific cues or prompts at the time of recall significantly improved both 
recall and organization of recall of prose text. In most instances, these 
cues were single words such as category labels for the points of compari- 
son in a comparative text. These labels functioned <»s frame categories 
and greatly facilitated chunking the information. B. F. Jones reports an 
anecdote in which she embedded these categorical cues in essay questions 
for a group of upper elementary students and obtained unexpectedly 
good results, according to their respeaive teachers (60). 

Thus, the organizational patterns in texts play an important role in 
comprehension and written recall. Evidence that students can be taught 
to use the structural information in organizaitonal patterns is discussed 
in the next section. 

The Effects of Teaching Students to Use Structural Information 

B. F. Jones, M. R. Amiran, and M. Katims (60) examined studies in 
which students were taught spontaneously (without cues) various learn- 
ing strategies such as categorizing, outlining, and visualizing. They 
wanted to discover why some efforts to teach students to use structural 
information were successful, while others were not. They found that 
studies that merely directed students to use these strategics were typically 
less succcsrful than studies that provided structural information about 
the categories and/or other information about the text. The most signifi- 
cant effects were found in studies that provided this structural infrrma- 
tion as well as explicit strategy instruction, including modeling how to 
use the structural information and providing practice with feedback. 
Frequently, this type of sttategy instruction improved writing as well as 
comprehension and retention (see also 28 and 109). 

M. Scardamalia and C. Berciter (94) discuss the trend in writing 
research overr the last decade to provide explicit structural information as 
an intervention in composing. Specifically, they note that students of 
various ages, including those in the elementary grades, can be taught to 
recognize and use various types of organizational patterns including ar- 
guments (93, 104). 

Moreover, there have been numerous efforts to teach students at all 
levels to use various types of maps and graphic outlines to facilitate 
comprehension and/or writing. Semantic maps are comprised of words 
and phrases connected by lines or arrows. Semantic maps may be used to 
buUd vocabulary by associating synonyms and other information from 
the previous experiences of the class as a whole for a given vocabulary 
term (52). These maps are also used in the form of graphic organizers 
which summarize information and story maps which show the key ideas. 
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Idol-Maestas and Croll (51)» for example, have taught poor readers to use 
story-mapping procedures to outline whole stories. 

Graphic outlines usually consist of matrices and boxes containing more 
extended discourse. They are used to outline information in much more 
detail than semantic maps. D. F. Dansereau (28), for example, has 
developed a system of graphic outlining for expository prose. He teaches 
low-achieving college students to use sich structural elements as the 
headings and subheadings within scienc: and other technical texts by 
constructing complex network maps (24). 

Several researchers have taught upper elementary school students to 
apply compare /contrast frames to texts in various subject areas (89). 
B. F. Jones and M. R. Amiran have developed a type of graphic outlin- 
ing called tnatrix outlining^ which involves taking notes in tables or 
matrices and then using the strucmre of the matrix as the basis for 
organizing compare /contrast essays (60). This training improved both 
comprehension and organization of recall and had a limited impact on 
writing essays. 

One reason for the success of these mapping and graphic outlining 
strategies is that their construction usually involves a high level of inter- 
action between teacher and student, which helps not only in-depth 
processing but motivation as well (53). As indicated earlier, another 
reason tor their success may be that they encourage nonlinear thinking. 



Uses of Structural Information for Instruction 

The body of research on organizational patterns suggests that they 
have various uses. First, text markers and frames can be used to locate 
information in written, spoken, and graphic texts, A student who is 
aware that an essay involves a problem /solution structure can usr that 
information to locate the description of the problem and the solution. 
Alternatively, that same information can be used to discover that no 
solution is given. 

Second, maps, frames, and graphic outlines can be used to organize 
and integrate information. For example, if a student recognizes that a 
text or a teacher is discussing a problem, she or he can recall the prob- 
lem/solution questions and use them to formulate predictions or ques- 
tions about the content of the text or discussion. Or suppose that a 
student has several sources of information about a topic — e.g., an essay, 
a lecture, and a film with three different viewpoints. In such instances, 
he or she can learn to use frame questions and categories to integrate the 
information from the various sources. These uses of frames apply to 
comprehending written texts as well as oral texts. 
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Third, maps and graphic outlines encourage nonlinear thinking. Any 
Item in the matrix or table, for example, is associated with adjacent 
Items on either side as well as with the column and row headings. 
Consequently, the reader can analyze more items in relation to each 
other in graphic outlines than is possible in linear outlining. This capa- 
bility permits not only generalizations about the information in whole 
rows and columns but also compare /contrast analysis among the rows 
and columns. This capability to facilitate nonlinear thinking is hig» ' i 
consistent with the analysis of thinking and learning emphasized ... 
Chapter 1, as is the capability of these graphics to integrate information. 

Fourth, signal words maps, and graphic outlines facilitate retention 
because they provide rich contexts for each bit of information and they 
encourage chunking in recall. That is, each of the relationships specified 
by the category labels in a matrix (or by arrows and labels in other types 
of gnphics) serves as a "hook" for the reader to link the new bits of 
information to each other and to prior knowledge. Even a glance at these 
figures shows that there arc more associations or hoob for each piece of 
infonnation than in linear outlining. It is also evident that fnune ques- 
tions and categories serve as cues or prompts for organizing infomiation 
m recall. 

Fifth, the various features of organizational patterns may be used to 
organize students' written compositions. M. Scardamalia and C. Bereiter 
(94, p. 783) use the term framing to refer to "the active process of 
crcatmg and organizing structure for a composition." They argue that 
most writing researchers share the assumption that "these structures are 
not merely characterizations that inevitably emerge in text but that they 
represent knowledge that readers and writers process." Therefore, learn- 
ing the stnictural elements in various types of written texts should be a 
major requirement for competence in writing in schools, according to 
Scardamalia and Bereiter. We would argue that learning the stnictural 
elements of organizational patterns should be a major requirement for 
competence in reading, listening, and speaking as well. Interestingly, the 
Michigan State Department of Education's new reading test will require 
students to be aware of the use of organizational patterns for narrative 
and expository prose. 

Frames are particularly hclpfiil for organizing and evaluating informa- 
tion in both written and spoken compositions. The various frame ques- 
tions and categories in Planning Guide 2 could be used in the planning 
sta^ foi an essay or a speech as well as for evaluation and revision of the 
draft dunng or after sustained writing. For example, B. F. Jones (58) has 
developed a scoring procedure in which teachers specify the stnictural 
elements they think are appropriate for a given type of essay or para- 
graph and the criteria for evaluating the quality of the content. These 
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specifications arc then shared with the student for purposes of planning 
and self-evaluation. Additionally, Jones (57) has provided guidelines for 
developing graphic outlines that reflect the structure of the organization- 
al pattern and may thereby facilitate comprehension. 

At this point, we refer the reader again to Figures 1,2, and 3 at the 
end of this chapter. Note how the graphic structures reflect the text 
structure categories and questions. The compare /contrast matrix frame in 
Figure 1 helps the learner see clearly what is being compared (the two 
characters) and the categories or points of comparison. The boxes in the 
interaction frame in Figure 2 help the learner to distinguish among the 
goals, actions, and outcomes for each of the two characters. The boxes in 
the problem /solution frame in Figure 3 look quite different because they 
are devised to distinguish the elements of the problem and the solution. 
Notice also the rich contextual associations for each item. 

Finally, the relationship between the frame categories and questions 
and the summaries is noteworthy. The teacher can use these to help 
students construct simunaries of their own. However, it is imponant to 
recognize that the instruction should be gradual and that students will 
need much practice. In the initial stages of this instruction, it is impor- 
tant to provide model essays for the students as well as explicit state- 
ments explaining the relationship among the boxes in the frame, the 
frame questions, and the various parts oi the sun mary. Next, teachers 
may work with the class as a group to construa a sui.nmary. 

Later, the students may be asked to generate their own summaries. 
Then questions or categories in the frame may be included in the space 
for writing the sununary. If the concept is very difficult, some of the 
sentences in the essay may be given as well. As students progress, these 
questions are gradually eliminated so that students generate their own 
essays independent of modeling, teacher explanation, and prompts em- 
bedded in the text. 

This process of gradually shifting the responsibility for learning from 
the teacher to the student is called scaffolding. Chapter 3 and Part 2 
contain other examples of this technique; in fact, much of the instruc- 
tion in Part 2 will demonstrate the use of frames and graphic outlines in 
scaffolded instruction. We cannot emphasize too strongly how important 
it is to provide not only the structural information (the frame questions 
and catejgories as well as the signal words) but also instruction and 
practice in how to apply this information. This process takes time and 
commitment on the part of the teacher. However, we believe that such a 
commitment is important if students are to develop proficiency in using 
organizational patterns in various contexts. We also believe that such 
commitment is fundamental to strategic teaching. 
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Planning Guida 2 

Frames for Generic Organizational Patterns 
Texts Containing only One Major Element or Idea and Supporting Information 

1. DESCRIPTION OF ONE THING: Descriptions of one thing in literature may 
focus on the characters, places, or objects. In sucn a description, it is critical to 
identify the thing being described and its attributes. Descriptive texts are sometimes 
referred to as list or collection structures because the attributes may be described in 
any order. Description in content-area passages may be guided by content-speafic 
frames such as the region frame. 

2. PROPOSmON/SUPPORT: Proposition/support is a very common paragraph 
structure. In its simplest form, it is a statement plus information supporting the 
statement. This structure is difficult to recognize because there are few easily recog- 
nizable signal words. Moreover, close inspection often reveals that it is another 
pattern such as description or concept/definition. Frame categories for a theme 
paragraph ir>clude the statement of the theme, elaboration and interpretation of the 
theme, and supporting information such as examples and quotes. Proposition/sup- 
port paragraphs often have more than one level of ideas, such as major and minor 
ideas. 

3. ARGUMENTATION FOR A SINGLE THING: These frames also provide for 
varying degreos cf complexity. Simple arguments contain only two categories of 
information: the statement of a conclusion (an opinion or action) and the premises 
(reasons, examples, facts, quotes, etc.) that support the conclusion. More complex 
argumentation frames have explanations for the reasons and complex chains of 
reasoning as weli as support for the reasons. What is critical in comprehending and 
composing an argument is the adequacy of the logic linking the premises to the 
conclusion. While this logic includes questioning the adequacy of the information in 
many instances, it focuses on the quality of reasoning. 

4. CONCEPT/DEFINITION FOR ONE THING: To understand a single concept, it 
IS important to know the following: What is the thing? What category does it belong 
to? What are its critical attributes? Other questions may include the following. How 
does it work? What does it do? What are its functions? What are examples of it? And, 
where appropriate, what are some nonexamples? Concept/definition paragraphs 
arise in literature in such works as In Searct) of Excellerrce by Thomas Peters and 
Robert Waterman and Crime and Punishment by Fyodor Dostoyevsky. 

Texfs Describing a Sequence of Something 

5. SEQUENTIAL TEXTS: Sequential structures involve either a chronological or- 
der or a logical order, even if they are not presented in the correct order. Therefore, 
it is often an important task to understand or predict the correct sequence of events. 
In literature and historical texts, this may mean Integrating the events in flashbacks or 
forecasts of events to come. In content texts, sequential texts may be steps in a 
procedure (e.g . how milk is pasteurized) or stages in the development of something 
(e.g., the stages in the life cycle of primates). 

In such instances, it is important for the teacher and students to address the follow- 
ing categories: identify the ime of the object, procedure, or initiating event; de- 
scribe the stages, steps, or series, showing how one leads to another; and describe 
the finaJ outcome. 




6. QOAL/ACTION/OUTCOME: Since much of human behavior in literature or any 
narrative is goal oriented (e.g., winning out when one is handicapped, surviving 
under difficult circumstances), a useful way to summarize such behavior Is to identify 
the goals, actions, and outcomes of the person or group. Clearly, there is a sequen- 
tial component in goal/action/outcome frames, though often the goal is not revealed 
or implied early in the text. 

Texts Containing Two or More Important Elements/Ideas 

7. COMPARE/CONTRAST TWO OR MORE THINGS: The two elements in a 
compare/contrast frame are the set of similarities and the set of differences. Typically, 
this structure identifies what is being compared, the points that are t>eing compared, 
the ways in which they are similar, and the ways in which they are different, and 
sometimes it provides a summary statement indicating that the things compared are 
more alike than different or vice versa. However, there are different ways to organize 
a compare/contrast structure: the whole set of similarities followed by the whf)le set of 
differences or vice versa; point-by-point comparisons of the similarities and differ- 
ences; and mixes of these two patterns. 

Desciiptions of two or more things and discussions of two or more concepts or a 
concept hierarchy involve all of the categories of compare/contrast frames. 

8. PROBLEM/SOLUTION: Most problem-solving frames pertaining to people in 
fiction and history focus on identifying who had the problem, the general definition of 
the problem, its causes and effects, the actions taKen to solve the problem, and the 
effects of the actions. Such frames may also contain elements of decision making 
such as defining the available options, the resources, and the consequences of each 
option. Problem/solution franes for literature may focus on identifying the process of 
looking for solutions and the causal connection or explanation for the solution. 
Problem/solution frames also have a sequential component. 

9. CAUSE/EFFECT: These frames involve establishing the effect, its cause or 
causes, and often an explanation linking the caure(s) to the effect. Complex cause/ 
effect frames may involve a sequential chain of causes and/or interaction of various 
factors as well as multiple effects. Clearly, these frames are inherently sequential in 
reality, though descriptions often begin with the effects and then discuss the causes. 

10. INTERACTION FRAMES (COOPERATION AND CONFLICT): Much of good 
literature involves the interaction of two or more persons or groups— e.g., the interac- 
tion of a child and an animal or a child and her/his parents. To comprehend the 
nature of their interaction, the key questions are these; What were the persons/ 
groups? What were their goals? What was the nature of their interaction: conflict or 
cooperation? How did they act and react? (Did the interaction involve conflict or 
cooperation?) What was the outcome for each person/group? Interaction frames 
contain both sequential organization and compare/contrast organization. This pattern 
is present in William Gdding's Lord of the Flies at two different levels- one level is the 
interaction of the main characters, and another level is the conHict between the 
demoaatic group and the totalitarian group. 
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FIgura 1 . ComiMra and Contratt Matrix Frame with Litaratura/Book 



Of Mice and Men by John Steinbeck 



Attributes 


Characters 


George 


Lennie 


Physical 
and Mental 


Small man; short, thin; sharp, 
strong features. Common sense; 
smarter than Lennte. 


Very large; extremely strong, 

but clumsy; large pale eyes. Re- 1 

tarded, poor memory. 


Status in 
Life 


Poor; has no job at beginning; a 
bum. 


Poor; has no job at beginning; 
travels as bum with George. 


Goals 


Wants a job; wants to buy a small 
farm for himself and Lennie. 


Wants small fa^m with George; 
wants to take care of rabbits. 


Actions 


Takes care of I ennie; acts angry at 
Lennie; tells Lennie what to do and 
how to behave; sacrifices his 
dreams for Lennie when he kills 
Lennie as the ultimate protection. 


Catches mice to pet them; tries to 
touch soft things; does bad things 
unintentionally; tries to do as 
George says; hurts Curly; kills the 
puppy and Curly's wife. 


Feeiings 


Apparent mixed feelings about 
Lennie but really loves him and is 
totally loyal; feels hope for the 
future until the very end. 


Admires, trusts, and is totally 
dependent on George; likes soft 
things; feels he is a disappoint- 
ment to George; is afraid to fight 
Curly; does not want to hurt 
anyone or anything. 


What They 
Learned 


Loyalty is more important than 
material things; friendship requires 
sacrifice. 


George really loved him; did not 
know that George killed him. 



Summary of (ha Book 

This is the story of George and Lennie, two men who are opposite m many ways 
but who are devoted friends. Lennie is retarded and extremely strong, but very 
gentle. He loves to touch soft things. George is small and smarter than Lennie He 
takes care of h:s friend and protects him when Lennie's strength gets him into 
trouble. George also has a dream that one day Ihey will have enough money to buy 
a small farm and settle down to a peaceful life. 

But, as the title of the oook indicates, "the best laid plans of mice and men" do 
not always work out. Lennie's strength gets him into trouble once again, but this 
time the situation is far more serious than any of their other experiences Lennie has 
acadentally suffocated the wife of the owner of the farm where George and Lennie 
have found temporary employment. She had teased and goaded Lennie into 
touching her soft hair and had become afraid of Lennie's strength. Because of his 
own fear of again displeasing George, Lennie tries to quiet the woman by holding 
his hand over her mouth. But he has never learned the extent of his own strength 
To save Lennie from the mob out to kt!l him, George kills Lennie and finally realizes 
his dream of a farm is gone forever. 
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Figure 2. Interaction Frame with Literature/Short Story 

•The Dip" by Jan Andrews 



Character: Tick 

What were the characte r ^oa/s? 



Tick wan'ed to have a private 
place where he would not have to 
act tough. 



Character: The girl 

What were the character's goals? 



The girl wanted to find a place 
where she could be aione. 



What were the character's actions? 



What were the character's actions? 



He went to the Dip to be alone. 



She found the Dip. 



How did the two characters interact*^ 



Conflict Interactions 
They yelled at each other. They fought. 

Compromise Interactions 
They agreed that one side of the streann would belong to 
Tick: the other side to the girl. 

Cooperative Interactions 
They worked together to try to save the duck. 



What were the results of the interac- 
tions for this character? 



What were the results of the interac- 
tions for this character? 



Tick and the girl became friends. 
Tick learned the value of coopera- 
tion and truly shared the Dip with 
the giri. 



The girl and Tick became friends. 
She learned the value of coopera- 
tion; she offered to leave the Dip 
but stayed when she realized Tick 
really wanted her to stay. 



Summary of the Story 

The Dip was a place in the woods that Tick Merrick had found where he could be 
alone and be himself and not act tc tgh. One day a giri showed up who also wanted 
to be alone in the Dip. For a while Tick and the girl fought with each other over the 
Dip. Neither wanted to leave, so finally they agreed that each could stay but on 
separate sides of the stream. Their dislike for each other was forgotten when they 
found an injured duck and tried to nurse it back to health together. The duck did not 
survive, but Tick and the girl had learned the value of cooperation and found they 
had become real friends. 
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FIgura 3. Problem/Solution Frame with Content Text 



The Problem 



What was the problem? 

The RepuWjcans threatened to take 

control of the national government. 

Who had the problem? 
The Federalists. 


WhSit CQUSGd the nrcihl&m7 
The Republican party had grown 
stronger because — 

• More small farmers coulo vote after 
the voting laws were relaxed. 

• More people believed Republican 
attacks against Federalist policies. 


1 


; 



Attempted Solutions 



What actions were taken to solve the 
problem? 

The Federalists passed the Alien and 
Sedition Acts. 




Results 1 




What were the results of these actions? 
The Kentucky and Virginia resolutions 
supporting states' rights were written. 

The American People did not like the 
Alien and Sedition Acts. 

The Federalists' control of the national 
goverriment was weakened 


Was the problem solved? 

No. The Federalists' attempts to solve 

the problem made it worse. 



Content Summary 

The Federalists had a problem. As the Republican party grew stronger, it 
threatened to take control of the national government. The Federalists attempted to 
solve their problem by passing the Alien and Sedition Acts. As a result of the Alien 
and Sedition Acts, many Americans grew angry and Federalist control of the 
national government was weakened. The Federalists did not solve their problem. In 
fact, their actions made the problem worse. 
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Chapter 3 



STRATEGIC TEACHING AND 
COGNITIVE INSTRUCTION 



In any framework for instruction, the role of the teacher should reflect 
recent research on learning, the nature of instnictional materials, and 
instruction. In Chapter 1, we defined our framework of learning, focus- 
ing on the construction of meaning and strategic learning as the goals of 
instruction in the language arts. We also emphasized that the process of 
constructing meaning occurs in phases but is fundamentally nonlinear. 
Over a period of years, the model learner develops a repenoire of cogni- 
tive and metacognitive strategies which he or she employs as a means of 
constructing meaning. 

Chapter 2 focused on defining organizational patterns that are com- 
monly used in textual materials and in thinking generally. Model learn- 
ers use this structural information to organize and analyze information in 
texts. Teaching students to use signal words, semantic maps, and graphic 
organizers has been shown to be an effective instructional strategy, espe- 
ciadly for low-achieving students. 

In this chapter, we define the concept of the strategic teacher, drawing 
on what we know from recent research on learning, organizational pat- 
terns, and instruction. Speaking generally, t** j:ategic teacher works to 
develop sequences of instruction that havf hrec broad functions: (1) 
they focus on constructing meaning and learning independently as the 
goals of learning; (2) they guide the learner through all phases of learn- 
ing, recognizing that thinking is nonlinear and recursive; and (3) they 
teach students to use and coordinate a repenoire of both cognitive and 
metacognitive strategies, including knowledge of organizational patterns. 
Thus, in our framework, the process of instruction is essentially the 
mirror image of the process of learning. 

The first section of this chapter defines the role of the strategic teach- 
er, based on research on teaching and cognitive science. The second 
section describes specific instructional strategies that focus on teaching 
thinking. A third section describes briefly several instructional approach 
es that promote thinking and strategic teaching and that have been used 
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on z large-scale basis with classroom teachers. The i section presents 
key concepts that characterize the instruction i these approaches. The 
reader must bear ir mind that the research in this chapter focuses on 
reading and writLng because there is much less research on instruction in 
speaking and listening that relates to strategic teaching. 

THE ROLE OF THE ACHER IN COGNITIVE INSTRUCTION 

Two strands of research relate to the role of the teacher. First, research 
on teaching has yielded ' 'thick" descriptions of and much insight into 
how teachers spend their time, what types of decisions they make, what 
constraints they face, and how effective teachers differ from less effective 
teachers. More recently, there has been an interest in studying the role of 
the teacher in student cognitive processing and expen teaching. Second, 
recent research from cognitive psychology has documented numerous 
instructional strategies and approaches that involve teaching students to 
link new information to prior knowledge, process information, solve 
problems, think creatively and critically across the curriculum, and make 
more effective decisions about their own Icar -ang. 

Tlius, there is an increasing merger of research interest on improving 
student cognitive processing in the classroom. B. F. Jones (59) refers to 
this emerging instruction as cognitive instruction, which includes insiruc- 
tiori in all the dimensions of thinking. These include metacognition; 
critical and creative thinking; cognitive processes such as comprehending, 
composing, argumentation, inquiry, and problem solving; t^e various 
skills that are used in the service of these processes; and knowledge of 
content (69; see also 90 and 112). Cognitive instruction offers much to 
teachers, schools, arid policy makers in terms of defining the goals of 
instruction as teaching for understanding and independent learning. 

Below, we culi from both research on teaching and research on cogni- 
tive science to outline some of the key concepts in cognitive instruction 
that define the concept of strategic teaching. In essence, strategic teach- 
ing is cognitive instruction. 

The Teacher as Manager and Executive 

Current research on teaching has identified three broad definitions of 
the role of the teacher; as manager, as executive, and as instructor. Only 
the latter relates directly to cognitive instruction. However, it is useful to 
review the other two roles briefly because they are critical to establishing 
the conditions in which day-to-day cognitive instruction takes place. All 
too frequently the teacher as executive and manager is ignored or taken 
for granted in implementing cognitive instruction. 
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As a manager, the teacher keeps track of student records and attends 
to issues of time on task, discipline, and interpersonal relationships 
within the classroom (39, 45). As an executive, the teacher makes deci- 
sions about such things as diagnosis and prescription, the use of insuuc- 
tional time, the specific content to be covered, lesson plans, and home- 
work assignments, as well as the matching of student levels of 
achievement to levels of text, pacing, and grouping (15, 16, 39). Both of 
these roles are vital to good instruction, as stated above. Yet they do not 
define the knowledge and behaviors for teachers as managers and execu- 
tives to help students process information and constriKt meaning. For 
this we must tum to other concepts. 

The Teacher as Instructor in Direct Instruction 

This role has been defined differently by different researchers. For 
example, the Beginning Teacher Evaluation Study (BTES) model focuses 
on presenting the content or instructions, providing student activities, 
monitoring, and giving feedback (39). Other descriptions include utiliz- 
ing^ questioning strategies (16) and conununicating teacher expectations 

B. V. Rosenshine (91, 92) has identified teaching functions that have 
proved successful in experimental and conelational research on teaching: 
review of the previous day's work and homework, presentation of new 
content, guided student practice, feedback and conectives, and review of 
weekly and monthly work. Rosenshine refers to these teaching functions 
as direct instruction (see also 44). 

The Teacher as Mediator 

Other strands of research on teaching have defined a very different set 
of instmctional functions that mediate student cognitive processing (110, 
113). **Mediate," as used here, refers to the teacher's guiding of stu- 
dents through the thinking processes that are needed for constmcting 
meaning and learning independently. Mediation also involves setting 
standards of excellence for learning objectives. Thus, the teacher serves as 
**mediator" between the task and the students. G. G. Duffy, L. R. 
Rochlcr, and G. Rackliffe (35), for example, have identified some of the 
ways in which effective teachers help students to construct meaning. 
Especially important wre the tearSer's skill at (1) linking new information 
to prior knowledge, ^2) conceptualizing skills and strategies as means to 
learning the content and not as isolated ends in themselves, (3) focusing 
on informadon processing skills, and (4) explaining how ideas are 
related. 

Others such as R. Feuerstein (37, 38) argue that a major difference 




between low- and high-achieving students is that high-achieving students 
have had access to mediated learning experiences, whereas low-achieving 
students typKiilly have not. Much of Feuerstein's work is devoted to 
refining the concept of the teacher as mediator in helping students 
represent, interpret, and organize what they perceive. 

In addition to research on student cognitive processing, D. C. Berliner 
(17) and others (64) have launched long-term projects to study the 
differences between expert and novice teachers. While this research is 
aiU in its very early stages, it is most promising because it is rich with 
detail about the process of day-to-day instruction. Even in the early 
stages. It IS clear that expen teachers have developed sophisticated sche- 
mata or knowledge structures about teaching and about the content. 
Expert teachers also have high levels of proficiency in using these knowl- 
edge structures for such activities as planning and correcting homewoi.. 
assignments; linking new information and instruction to previous lessons 
and to the prior knowledge of the students; making sure that students 
understand "why"; and anticipating difficulties in learning. 

TAe Teacher as Model for Thinking Aloud 

Modeling is presented separately because of its importance in think- 
ing. In the past, modeling has not always been defined as thinking 
aloud. Modeling thinking aloud is particularly important in teaching 
how to construct meaning (esoecisdly because of the nonlinear character 
of thinking), how to monitor one's own thinking, and how to answer a 
question through reasoning. Modeling also demonstrates how different 
people may construct somewhat different meanings because they have 
different pnor knowledge and different perspectives (29, 81). Therefore, 
modeling is most effective when two or more persons do it in teacher/ 
student pairs or in small groups. 



SPECinC INSTRUCTIONAL STRATEGIES 

Research from cognitive psychology hss yielded an equally rich lode of 
findings that document the effects of specific teaching /learning strategies 
that mediate student thinking and independent learning. We will dis- 
cuss cognitive instruction in the following areas: (1) vocabulary instruc- 
tion, (2) comprehension instruction, (3) response instruction, and (4) 
metacognitive instruction. 

Strategies for Vocabulary Instruction 

According to K. Mezynski (75), only those instructional strategies that 
provide multiple opportunities for in-depth analysis, rich word as'ocia- 
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tions, and extensive vocabulary use are effective. Looking up words in a 
dictionary and defining words in a sentence do not provide this **en- 
riched** vocabulary instruction. Teaching students to brainstorm and 
categorize related words, discuss words in context, write stories about 
word meanings, construct semantic maps, and analyze the etiology of 
words is effective for learning vocabulary before or after focused instruc- 
tion (sec 14, 23, and 61 for specific strategies). 

However, W. E. Nagy and P. A. Herman (77) posit that most of the 
thousands of words that students learn each year are learned incidentally 
and not through direct instruction. For this reason, they question the 
efifectiveness of direct vocabulary instruction and emphasize teaching 
students to infer meaning from context. While we suppon this empha- 
sis, we would provide some amount of direct instruction in vocabulary 
learning strategies; although the total number of words learned may be 
small relative to the number learned incidentally, both comprehens.on 
and composing in any subject area involve understanding key words in 
that area. The teacher can use effective methods of direct instruction to 
help assure that the students learr these key words. Direct vocabulary 
instruction is critical for linking new information to prior knowledge. 

Strategies for Comprehension Instruction 

Of the many strategies that have been documented as effective for 
reading and listening comprehension, the most emphasized are summa- 
rizing, representing thr text graphically, using orgmizational patterns, 
and elaborating, such as cupstructing an analogy. (For reviews of study 
skill research, see 31, 54, 108, and 112.) Also, there is now a test to 
assess many of these strategies developed by C. E. Wcinstcin and V. L. 
Underwood (109). 

A major theme that recurs throughout this literature on learning 
strategy instruction is that the reader's repenoire of learning strategies is 
modifiable through effective instruction: teachers can make a difference 
by teaching their students to use effective strategies. This is especially 
true for low-achieving students. However, M. C. Wittrock (113) explains 
why teachers sometimes do not make a difference for some or all of their 
students, even when they provide direct instruction. The reasons focus 
on the motivation and attention of the students and the teacher's ability 
to coordinate cognitive and metacognitive strategies. 

Strategies for Response Instruction 

M. Scardamalia and C. Bereiter (94) note that there is a trend away 
from using * 'processes-oriented instiviction" that focuses on the process 
of revising and so on. Rather, they 'rommcnt on four relatively new 
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approaches to instruction found in writing research: (1) explicit strategy 
instruction in developing compositions, including instruction in plan- 
ning and formulating goals; (2) procedural facUitation (variations of 
scaflFolded instruction) which may vary from using word processing to 
providing cue cards that prompt the writer to use specific thinking 
processes; (3) "ptoduct-oriented instruction" emphasizing the use of 
organizational patterns and defining standards of style, and (4) inquiry 
learning in writing in which students generate rules for writing as a 
solution to the problem of describing or analyzing something. They 
discuss conferencing as the "paramount" instructional strategy for pro- 
viding audience, procedural facilitation, and feedback. 

We classify these strategies as response instruction (58). In our defini- 
tion, response instruction includes any efFon on the pan of the teacher 
:o help students respond meaningfully and sttategically to questions in 
written and oral speech. Good teachers provide response instruction 
whenever they discuss how to write considerate texts, insist that students 
speak in complete sentences, and discuss how to respond to analogy 
problems. We believe that response instruction is a basic concept for 
strategic teaching and cognitive instruction. 

Strategies for Metacognitive Instruction 

TSe importance of metacognitive instruction, and more specifically of 
the teacher's ability to coordinate cognitive and metacognitive instruc- 
tion, cannot be overestimated. S. J. Derry and D. A. Murphy (31), for 
example, posit that effective use of learning strategies depends on the 
learner's ability to make effective decisions about learning and to control 
the process of leaming. However, a theme that emerges repeatedly in 
their review is that metacognitive Jearning strategics "cannot be trained 
easily or by direct instruction aione, but must be developed gradually 
and automated over an extended period of time." Berry and Murphy, as 
well as A. L. Brown (18), make a strong case for teaching students to 
think as they read, and discuss the implications of this approach for 
curriculum reform. 

However, we would hasten to add that if there is one lesson to be 
leamed in our reviVw of research on cognitive and metacognitive strate- 
gies over the years, it is this: significant change in thinking ability will 
not happen without widespread application throughout the nation of the 
various instructional strategies and concepts that we have identified as 
fundamental to strategic teaching. We look forward to the new rcseaich 
on expert teaching for additional insight on how expert teachers achieve 
this coordination. 

What follows in the next section are descriptions of specific programs 
and models that utilize a variety of these strategies developed over the 
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years to promote strategic teaching. These are not the only ??;proaches 
that embody cognitive instruction to be sure. We have selected them 
because they focus on cognitive and metacognitve instruction and be- 
cause they provide activities that are appropriate for each phase of in- 
struction. Equally important, we believe that each of these models is 
appropriate for language arts instruction. Additionally, we describe vari- 
ous guides and other sources that embody cognitive instruction and 
strategic teaching. 



APPROACHES THAT PROMOTE STRAHEGIC TEACHING 

Specific Programs and Models 

Reciprocal Teaching: This approach, developed by A. S. Palincsar and 
A. L. Brown (81), involves the cooidination and sustained instruction of 
four specific strategies within the context of what the authors call recipro- 
cal teaching. The four suategies are predicting, clarifying, generating 
questions, and summarizing. Reciprocal teaching involves scaffolded in- 
struction, which requires the teacher and students to assume the teacher 
role with a gradual release of the teacher's direction so that the students 
ultimately take responsibility for their own learning. The teacher works 
aaively to help students to link new information to prior knowledge, 
e3camine their own logic, and use what is learned in diverse applications. 
Dialogue plays a key role in this process in terms of not only teacher/ stu- 
dent or student/student dialogue but also the self-dialogue that occurs as 
a teacher or student thinks aloud. Palincsar (80) has several examples of 
this dialogue that illustrate the difficult art of scaffolding. 

Reading Across the Curriculum (RAC): This model was developed in 
part by H. L. Berber (49» 50) and his colleagues (1, 2). Like reciprocal 
teaching, it is more than the sum of the specific strategies taught; both 
models reflert a philosophy about learning and teaching. RAC is very 
robust and includes a number of specific strategies such as predicting, 
responding to statements that relate to the content, restructuring the 
content, and constricting graphic organizers, especially where there are 
many unfamiliar t cabulary words. Other reading in the content-area 
strategies focuses on generating titles, summarizing, and semantic map- 
ping as post-learning strategies (12, 13, 112). Additionally, active and 
interactive teaching is fundamental to this approach (100). R. J. Tierney, 
J. E. Readence, and E. K. Dishner (106) desciibe a broad range of these 
strategies specifically for classroom applications. 

K-W-L Group Instruction Strategy: This strategy was developed by 
D. S. Ogle (78). Before reading, the teacher uses brainstorming and 
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direct questioning with the students as a group to determine what they 
Know about the content from prior instruction and personal experiences. 
During this prereading period, the teacher works with the students to 
identify key categories of information (what we would call content- 
specific frames) that they might expect to read about in the texts. Then 
the teacher asks the students to reflect individually on what they Want 
to Icam (questions of p.'tsonal interest, based on the key categories). The 
students then read to answer their questions, testing the new ideas 
against prior knowledge and examining faulty logic and the adequacy of 
information. This process may lead to withholding judgment and/or 
asaimuiating ocw ideas. After reading, the students articulate specific 
ideas and strategies that they have Learned as well as information they 
still need to learo. 

Informed Strategic Learning (JSL): Developed by S. G. Paris, D. R. 
Cross, and M. Y. Lipson (84), ISL was one of the first large-scale projects 
to provide direct strategy instruction and the concept of the strategic 
learner (85). The program is contained largely in modules of instruaion- 
al materials for students to use in discussing specific metacognirive strate- 
gies. The instrucrion encourages the students to generate analogies so 
that they and their teachers have a language for thinking about and 
discussing thinking. Certain metacognirive decisions, for example, are in 
their program analogous to reading the signs on a road map. Individual 
lessons emphasize informing students about the strategy, modeling, ap- 
plying the strategy to text, gradually fading the suategy instrucrion so 
that students increasingly iniriate and apply appropriate strategies tliem- 
selvcs, and, finally, bridging the use of the strategy to the content areas. 
The results of this program have been impressive. 

SPaRC: This instrucrional procedure was developed by the authors of 
this book with T. H. Anderson, B. B. Armbruster, B. E. Cox, and others 
(59). SPaRC has three phases of instruction to guide students throughout 
learning. Before reading (phase 1), the students Survey the text features 
to Predict the content focus and organizarional pattern or frame, where 
appropriate. During Read (phase 2), the students read to confirm/reject 
their predicrions and answer specific questions as well as to monitor their 
comprehension. After reading (phase 3), the teacher works with the 
students to Construct meaning, with a heavy focus on brainstorming, 
categorizing, and sunmiarizing. This procedure emphasizes modeling 
and the use of frames and graphic oudines — sometimes to activate prior 
knowledge, sometimes to stimulate discussion, and often to guide read- 
ing and summarizing. Although SPaRC has yet to be formally evaluated, 
it has been developed through extensive field testing with numerous 
teachers, using the materials in various types of classrooms including 
classrooms with low-achieving students. 
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Guides and Conceptual Frameworks 

In addition to the specific programs and modek identified above that 
reflea the best of research on teaching and thinking, several state depan- 
ments of education and professional organizations have prepared guides 
that adapt this research for dissemination in schools and institutions of 
teacher education. Virtually all of these guides were developed by re- 
searchers or in consulution with researchers. Of particular interest to the 
readers of this book are the documents that embody the new definition 
of reading. Specifically, there are the Model Curriculum Standards: 
Grades Ntne Through Twelve, "English /Language Arts" (22) adopted 
by the California Sute Board of Education and guides published by the 
Wisconsin Department of Public Instruction (111), the Michigan Read- 
ing Association and the Michigan Department of Education (76), aiid 
the Orange County Public Schools (79). 

Noteworthy also are the National Education Association monographs 
on thinking, the various fihns and instructional materiaJs on thinking 
and reading published by the Association for Supervision and Cunicu- 
lum Development, and the Research Within Reach series on various 
subject matter topics developed by the Appalachia Educational 
Laboratory. 



KEY CONCEPTS IN COGNITIVE INSTRUCTION 
AND STRATEGIC TEACHING 

In addition to specifying the various instructional strategies and ap- 
proaches discussed above, research on thinking has generated a number 
of key concepts that should be central to strategic teaching and cognitive 
instruction. We address these in the next section. 

Direct Instruction Redefined 

An interesting result of the research on thinking is the redefining of 
direct instruction. That is, S. G. Paris, D. R. Cross, and M. Y. Lipson 
(84), and others (43. 96) have argued that in training students to use 
specific strategies, it is imperative to provide explicit strategy instruction. 
Specifically, they discuss the need to inform students of exactly what the 
strategy is, how it works, why it should be used, and where and when to 
use it. No doubt most teachers will recognize that this is "the 5 W's plus 
Howy in strategy instruction: who, what, where, when, why, and how. 
Additionally, research on thinking conceptualizes instruction in strategies 
and skills as a means to understanding the content. Thus, in contrast to 
the definition of direct instruction given in research on teaching, the 



ERLC 



definition of direct instniction given in metacognitive and cognitive 
research generally refers to explicit strategy instruction. 

Misconceptions 

This concept comes largely from research in science, but it is a power- 
ful concept and one that we predict will be a key concept in other areas 
of strategic teaching. C. W. Anderson and L. Smith (3) and K. J. Roth 
(93) have studied the teaching of science to middle grade students for 
several years. Apparently, a major problem in student achievement in 
science is that most learners hold very tenacious misconceptions about 
how the world works. These misconceptions are so strong that they 
essentially prevent conceptual change from taking place. Even high- 
achieving students, for example, can master tests on such concepts is 
photosynthesis and motion, and still not really comprehend that plants 
make their own food through the process of photosynthesis and that 
objects do not ^^cquire motion when thrown. 

According t these and other researchers, these misconceptions persist 
largely because (1) they are meaningful to students, and (2) the instruc- 
tion allows students to regurgitate information in multiple-choice ques- 
tions without any real learning. The only instructional strategy that 
facilitates conceptual change is to confront the misconception directly 
throughout the instruction: ask students to give their own explanations 
before focused instruction, provide very explicit teacher explanation or 
textual materials that require students to understand the correct explana- 
tion during focused instruction, and then compare the new conception 
to the old misconception to render it rr-raningless after focused instruc- 
tion. Thus, the concept of direct instruction takes on yet another mean- 
"^8"~"specifically the need to articulate directly what ideas have changed. 

Scaffolded Instruction and the Concept of Apprenticeship 

A. Collins and J. S. Brown (25) have analyzed several ''success mod- 
els" that exempli^ excellence in teaching, including reciprocal teaching 
in reading and the methods of teaching wr iting developed by M. Scarda- 
malia and C. Bereiter (95). The ''hallmark" stategies that were critical in 
these approaches were (1) modeling, especially thinking aloud about 
how to apply the strategy or skill; (2) coaching, which involves diagnos- 
ing problems, prescribing correctives, and providing feedback; (3) inqui- 
ry; (4) aniculation (getting students to articulate their knowledge and 
thinking processes); (5) reflection about the process of thinking; and (6) 
exploration (pushing students to extend their learning). 

Equally important, G)llins and Brown define three principles of se- 
quencing insiruction that they think are critical for good teaching: scaf- 
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folding, macasing complexity, and increasing diversity. In their defini- 
uon, scaflfolding refers to the support the teacher gives to students by 
carrying out some part of the task initially until they can progress with- 
out thtsc supports. ITicse supports may be cues such as providing frame 
categories and questions, teacher explanations, changing miscoi-eptions, 
coachmg, and the like. However, fading or gradually removing these 
supports IS essenual if students are to become independent learners. 
Increasmg complexity and increasing diversity refer to both the content 
and the task. We will return to these principles of sequencing in Chap- 
ter 5 where we define principles of sequencing for "enriched" skills 
instruction. 

Their concept of apprenticeship includes the six instructional strategies 
and the three principles of sequencing. However, their notion of appren- 
uceship IS, above aU, the craft of teaching the subtle nuances of con- 
arucung mcamng and solving problems, the expertise of making good 
decisions about what is important to learn and how to learn it, as well as 
both aitical and creative thinking about the content. Apprenticeship is, 
in essence, the coordination of cognitive and metacognitive processes 
that arises from years of expert teaching in a given area. 

Finally, we would like to emphasize a point that Collins and Brown 
made, but did not identify as a specific strategy like modeling. The 
instrucuon m each of their succesf models, either implicitly or explicitly, 
raises and confronts misconceptions about what it is that the model 
learner docs. That is, Scardamalia and Bereiter, for example, note that 
children perceive of writing as "knowledge telling": they write what 
they know with little reference to planning, revising, or other thinking 
processes. One reason why Sc^damalia and Bereiter's methods work so 
well IS that they confront this misconception directly. 

Given how tenacious misconceptions are, ftiture research and fiiture 
instrucuon may discover that misconceptions about reading, writing, 
listening, and speaking, and about themselves as learne.?, are at the core 
of poor and average achievement. If this is true, studying and confront- 
ing these misconceptions directly may prove to be a powerful instruction- 
al strategy that attacks the very roots of learning problems. 

The Phases of Instruction 

Noting that the model reader engages in different cognitive activities 
before, during, and after focused learning, T. H. Anderson (6) argues 
that mstruction should address each phase of learning. R. E. Mayer (70) 
lalxrls these phases of learning and instruction selection, organization 
and integration respectively. He shows how the teacher can help students 
to use various features of the instructional materials such as objectives. 
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reviews, and suxnmsirics as aids to selecting, organizing, and integrating 
information. 

TTicsc arguments have influenced much of our thinking, and they are 
obviously key concepts in this book. What we argue here and elsewhere 
(56) is that teachers can sequence instruction in terms of each phase of 
learning. That is, teachers can select and sequence specific teaching/ 
learning strategies for preparatory learning, for on-line processing during 
the instruction focused on the objective, and for consolidating /extending 
the learning after focused instruaion. At this point, we return to the 
notion stated at the begirming of the chapter— namely, that the strategic 
teacher's repertoire of instructional strategies should in part be the mir- 
ror image of the repertoire of thinking strategies used by the strategic 
learner. Further, it is not surprising that the research on instmction 
reviewed above reflects many parallels to research on learning in the 
same areas— though it is surprising that neither teachers nor researchers 
make explicit reference to this usefiil organizing concept. 

Thus, instructional strategies before focused instruction might empha- 
size discussing the task; selecting important features of the text; and 
activating prior knowledge of the content, organizational patterns, and 
thinking strategies, as well as setting specific learning goals. Strategies 
during focused instruction would emphasize monitoring comprehension/ 
composing and on-line processing for text segments. Clarifying and 
modifying ideas, summarizing, elaborating, and taking notes are re- 
search-based strategies that would be appropriate during focused instruc- 
tion. Strategies after focused instmction would emphasize constructing 
meaning for the passage as a whole, assessing achievement of learning 
(articulation), and extending learning by application to a diversity of 
new sirjations. 

A fundamental element of the learning process within each phase, 
thinking is recursive and nonlinear. It was most surprising to us to note 
that we found little explicit mention of recursive and nonlinear instruc- 
tion in the literature on instruction discussed above and in Chapter 2. 
Perhaps one reason for this is that most of the research on instruction is 
on specific strategies that do not span all the phases of learning. 

At the same time, the notion that instruction is recursive and nonlin- 
ear is strongly implied or referred to indirectly in the various references 
to helping students to link new infomiation to prior knowledge » rethink 
and revise ideas, modify predictions, clarify, change misconc;jptions, 
question earlier thoughts, and summarize. All these thinking activities 
require behavior on the part of the teacher that is inherently nonlinear 
and recursive. Thus, although the notion of nonlinear and recursive 
instruction is largely implicit, it is nevertheless present in research on 
instmction in the language arts and content areas, and we would include 
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it as an clement of strategic teaching. 

Planning Guide 3, located at the end of this chapter, provides a 
summary of the various instructional strategies that are appropriate for 
before, during, and after focused instruction. The labels within each 
phase identify the specific instructional strategies that are critical to the 
concept of strategic teaching. This list, culled from the research on 
instruction in Chapter 2 and in this chapter, includes a coordination of 
cognitive and metacognitive instructional strategies. 

G>mments on how to use this guide to sequence content and skills 
instruction in a given learning situation are offered in the introduction to 
Pan 2. It is cn :ial to note that a single learning situation would not use 
all of these stn^.vgies. Thus, this guide is intended to serve as a summary 
and review of key instmctional strategies from which a teacher might 
select specific ones for each phase of learning. 

To review, this chapter identified four dimensions of strategic teach- 
ing. First, we discussed four elements of the role of teacher in strategic 
teaching: the teacher as manager and executive, making decisions about 
pacing, conterit, diagnosis, and prescription; the teacher as instruaor in 
dirca instrucdon; the teacher as mediator in student cognitive process- 
ing; and the teacher as model in thinking aloud about constmcting 
meaning and strategic learning. Second, we discussed specific instruc- 
tional strategies that mediate thinking in four categories: vocabulary, 
comprehension, composition (which we called response instruction), and 
metacognirion. Third, we described briefly a number of specific pro- 
grams and guides that have integrated instrucrional strategies from the 
various categories into a cohesive program or approach that provides 
instruction throughout the phases of learning. Founh, we identified key 
concepts in cognitive instruaion and strategic teaching: the new defini- 
don of direct instrucdon as explicit strategy instruaion, misconceptions, 
the concepts of scaffolded instruction and apprenticeship, and, finally, 
the phases of instruction that parallel the phases of learning and provide 
instruction for recursive and nonlinear thinking. 
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Pianning Guides 

Thinking Processes and Instructional Strategies in the Language Arts* 

Thinking Processes Instructional Strategies 



PREPARATORY PROCESSING 

Comprehend obfective/task 
Define teaming obiectives 
Consider task/audience 
Determine critena for success 

Preview/Select matenals/cues at hand 

Skim features and graphic aids 

Determine content focus/organizational pattern 

Acbvate pnor knowledge 
Acxjess content and vocabulary 
Access categones and structure 
Access strategies/plans 

Focus interest/Set purpose 

Form hypotheses and questions/Make 
predictions 

Represent/Organize ideas (Categonze/Outline) 



ON-LINE PROCESSING (Text Segments) 

Modify hypotheses/Clanfy ideas 

Check hypotheses, predictions, questions 

Compare to pnor knowledge 

Ask danfication questions 

Examine logic of argument, flow of ideas 

Generate new questions 

Integrate ideas 

Select important concepts/words 
Connect and organize ideas, summarize 

Assimilate new ideas 
Articulate changes in knowledge 
Evaluate ideas/products 
Withhold judgment 



BEFORE FOCUSED INSTRUCTION 

Discuss obfective^ask 
Discuss/Define nature of task 
Discuss audience/learning goals 
Model/Eliat cnteria for success 

Prevtew/Select materials/cues at hand 
Model/Guide previewing of materials 
Elicit content focus/organizational pattern 

Activate/Provide background knowtedge 
Elicrt/Provide content and vocabulary 
Confront misconceptions, discuss strategies 
Elicrt/Provide categories and structural 
pattern 

Focus interest/Set purpose 
Brainstorm, model/guide hypotheses and 
predictions 

Model/Guide formulating questions 
for meaning 

DURING FOCUSED INSTRUCTION 

Pause and reflect/Discuss (after segnwnts) 
Model/Guide checking predictions, etc 
Model/Guide companng to prior knowledge 
Model/Guide asking clarification questions 
Elicit/Discuss faulty logic/contradictions/gaps 
Model/Guide raising issues/formulation 
questions 

Integrate ideas (after segments) 
Brainstorm, model/guide reasoning for 
selection 

Model/Guide summarizing text segments 

Assimilate new ideas (after segments) 
Brainstorm, model/guide articulation process 
Provide conferences/feedk>ack, correctives 
Discuss reasons for withholding judgment 



•Adapted from Te^KSsng ReaJttfg as Thinking Reprinted with permission. 
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Planning Guide 2— Continued 
Thinking Processes and Instructional Strategies in the Language Arts 



Thinking Processes 



Instructional Strategies 



CONSOLIDATING/EXTENDING 
("The Big Picture") 

Integrate/Organize meaning for whole 
Categorize and integrate information, conclude 
Summanze Key ideas and connections 
Evaluate/Revise/Edit 

Assess achievement of purpose/learning 
CoTDpare new learnings to pnor knowledge 
Identify gaps in learning and information 
Generate new questions/next steps 



Extend learning 

Translate/Apply to raw situations 
Rehearse and study 



AFTER FOCUSED INSTRUCTION 

Integrate/Organize meaning for whole 
Brainstorm key ideas, find categories/patterns 
Discuss organizational patterns/standards 
Model/Guide return to standards/evaluation 
process 

Assess achievement of purpose 
Discuss "old" misconceptions/new learnings 
Guide identification, diagnose/presaibe, 
coach 

provide opportunities for questions and 
followup 

Extend learning 

Increase complexity/diversity of content and 
task 

Discuss/Guide mnemonics and in-depth 
study skills 
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Part 2 

INSTRUCTIONAL STRATEGIES 



la Pan 2» wc present five examples for teaching specific content and 
skills objectives. These examples can be used as models for sequencing 
instruction for both language arts and content area objectives. Each of 
the examples was developed from the PI;^nning Guides in Part 1. There- 
fore» these examples embody the giiidelines regarding learning, organi- 
zational patterns, and instruction given earlier. The instruction in each 
example is organized in terms of the concept of an instructional se- 
quence, devised to address each of the phases in a learning situation 
(before, during, and after focused learning). Therefore, h instruction- 
al sequence has three distinct phases: before focused instruction, during 
focused instruction, and after focused instruction. 

We use the phrase "sequence of instruction" because our examples 
are not traditional lesson plans. That is, each example illustrates a Se- 
quence of instructional activities and provides key iriformation, such as 
questions, graphic outline structures, and models that would be needed 
to teach a specific objective. The sequences provide opportunities for 
activating prior knowledge, thinking aloud, rrflecting, revising, graphic 
outlining, and summarizing for each objective. 



CONTENT-DRIVEN AND SKILLS-DRIVEN INSTRUCTION 

The examples in this section are intended to illustrate not only the 
sequence of instruction but also the interaction of the teacher and stu- 
dents necr^ary to achieve content and skills objectives. Content objec- 
tives may be fairly specific, such as understanding the meaning of the 
syirLols in a specific poem or a comparison of two poems. In all three of 
the content examples in Chapter 4, the selection of specific skills, such as 
writing a theme paragraph and compare /contrast analysis, is content- 
driven. That is, they are selected for a given sequence of instruction 
because thev are needed to understand the content. Thus, in content- 
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driven instruction, specific skills are conceptualized as means to an end, 
not as ends in themselves. 

0)ntent-driven instruction contrasts with skills-driven instruction, in 
which the objective focuses on a specific skill such as summarizing. Good 
skills instniction includes (1) explicit instruction about the skill itself and 
how to use it as a strategy to understand the meaning in panicular 
instniction, (2) scaffolded instruction with adequate opportunities to 
apply the skill using diverse organizational patterns and increasing com- 
plexity of the content, and (3) coordination of both cognitive and meta- 
cognitive processes. There are two examples of instruction seeking to 
teach dklL's as strategies in Chapter 3. 



ORGANIZATION OF CHAPTERS 4 AND 5 

Within these five examples, there is some diversity with respect to 
genre and grade level. Clearly, the first example in Chapter 4, focusing 
on The Pigman, is not appropriate for most elementary students; yet the 
sequence of instruction within it is appropriate for reading novels and 
short stories at many grade levels. The second example on rocks is typical 
of science passages in basal readers and in science texts for upper elemen- 
tary students, but this example may be used as a model of instruction for 
any compare/contrast text. The content and the instniction on poetry in 
the third content example are appropriate for various grade levels from 
middle elementary through middle high school. It is an introductory 
sequence assuming little prior knowledge. 

In Chapter 3, the first skills example deals with finding main ideas 
and is most appropriate for middle elementary school students. It may, 
however, be useful for any student lacking this skill. This sequence 
assumes that students have some background knowledge of signal words 
and organizational patterns. However, we have provided information on 
both topics in case background knowledge is lacking. The second exam- 
ple in Chapter 3 is intended to serve as an introduction to argumenta- 
ti ^: ^t various grade levels from middle elementary school throughout 
high school. 



INDIVIDUAL DIFFERENCES IN CLASSROOM SITUATIONS 

There will be occasions when we have specified a review that it may b^ 
necessary to provide information. At other times we may provide infor- 
mation that the studenr<> already know. This is to be expected when one 
presents generic examples. What is important is to understand the flow 
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or sequence of infonnsition, whether it is review information or new 
informsition. Additionally, it is critical to understand the interweaving of 
both cognitive and metacognitive strategies as well as reading, writing, 
listening, and speaking. 

A Cautionary Note: We have made no attempt to estimate how long 
each example will take to teach. This will depend entirely on other 
faaors, including the prior knowledge, interests, and ability levels of the 
students, the teacher's pacing of the class, the difficulty of the materials 
used, the number of variations used, and the amount of time allotted 
for each lesson period. W^)en the instruction lasts more than a aay or so, 
it *^ crucial to begin each succeeding day by reviewing the previous day *s 
a ities and relating them to the new instruction. 



INSTRUCTIONAL DESIGN AS A THINKING PROCESS 

We began with the following assumptions about the nature of the task 
for each objective: (1) the learner would need some instructional activi- 
ties for each phase of learning, (2) the learner would need to learn or 
review information about organizational patterns, (3) the sequence of 
instruction would need to address all three phases of thinking as well as 
refer to structural information, and (4) we would have to coordinate the 
use of the three Planning Guides and the content to craft each sequence 
of instruction. To recall, the three Planning Guides arc — 

• Planning Guide 1 — Thinking Processes in the Language Km 

• Planning Guide 2 — Frames for Generic Organizational Patterns 

• Planning Guide 3— Thinking Processes and Instructional Strate- 
gies in the Language Arts. 

We began the planning process by selecting the key concepts and 
structural information to be taught for in-depth comprehension, llicn 
we looked at Planning Guide 1 to review the phases of learning, focusing 
panicularly on assessing the prior knowledge of the students. Next, we 
used Planning Guide 3 to review key instructional strategics for each 
learning phase. Then we returned to Resource Guide 1 and used the 
empty spaces in it to outline what we thought was a workable sequence 
of instruction for each learning phaie. This outlining process and the 
period of sustained designing inv()lved integrating information from 
both of the other Planning Guides. It also involved coordinating meta- 
cognitive and cognitive processes as well as integrating reading, writing, 
listening, and speaking. 

Essentially, ^/c treated the process of designing instruction as a think- 
ing process Before sustained efforts to compose the sequence, we began 
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by "skimming'' the objective for cues about meaning and structural 
information. Then we reviewed each guide to activate prior knowledge 
and set instructional goals. The outline we constructed to represent our 
ideas was treated essentially as a hypothesis, knowing that we would 
modify and refine it as we generated the first draft of instruction. 

The process of drafting/designing during the on-line processing phase 
was very much a start-and-pausc process. It involved recurring cycles of 
drafting a segment of instruction and pau.7ing for reflection — sometimes 
to test it against prior knowledge, sometimes to evaluate it against our 
instructional goals, sometimes to clarify some question about the mean- 
ing of the content or the use of organizational patterns, and sometimes 
to verify the wording of a quote or other information. Naturally this 
process resulted in revisions to each segment of the design as well as to 
our understanding of the content and the stmctural pattern. 

After draftmg the various segments, we paused again to consolidate 
our conception by trying to see how the various segments fitted together 
in "the big picture" and to assess the extent to which the design as a 
whole met our objectives. Wc revised different aspects of it to make the 
different components more cohesive. Then we did what other good 
writers do: we extended our learning by "conferencing" with others to 
view our product from different perspectives. Following this conferenc- 
ing, we eliminated one of our examples, rewrote ponions of other exam- 
ples, and made numerous word-level and sentence-level changes. 

Not surprisingly, given this level of in-depth processing, none of our 
current examples matches the original outline, or follows exactly the 
order of instructional strategies in Planning Guide 3. These guides were 
not created to be followed exactly. They are, as their name implies, only 
guides for reviewing and organizing thinking about the sequence of 
instruction in general terms. It is inevitable that the process of applying 
the guides to specific objectives will yield unique variations and modifi- 
cations which reflect the interests and habits of the designer as well as 
the characteristics of the students. 
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Chapter 4 



CONTENT OBJECTIVES 



OVERVffiW 

The three examples in this chapter have been selected to provide a 
diversity of instructional problems, genres, and organizational patterns. 
We began thinking about these sequences with the three Planning 
Guides in mind. Our central task was to provide instruction that would 
focus on meaning and the nonlinear quality of thinking as well as 
address the three phases of instruction (preparation, on-line processing, 
and consolidation) and the coordination of cognitive and metacognitivc 
pr^ :esses. 

Example 1 (Literature /Nove/) 

The first example focuses on the development of a theme essay for 
TAe Pigman, We thought that many adolescents might have misconcep- 
tions about the differences between adolescence and old age. We also 
assumed that tany students may have poorly conceived notions about 
the categories of information that arc appropriate for a theme. There- 
fore, the first phase of instruction focuses on eliciting prior knowledge 
about age roies and the concept of a theme essay. A skillful teacher will 
use the frame questions in Figure la (or her or his own questions) to 
structure the discussion, building on existing ideas so that the students 
have some ''ownership** of the criteria that are generated for the essay. 

The focal point of this sequence, however, is the spider map in Figure 
Ic. We generated the instruction and the theme essay from this map. 
Notice how the parallel structure of the lines on either side of the theme 
statement in the map reflects the parallel subthemes or minor ideas 
about the characters. Writing a theme essay is a very effective means of 
conceptualizing such relationships and consolidating learning. However, 
assessment of learning after focused instruction is critical in this case 
because it is important to relate the new learnings back to any miscon- 
ceptions about adolescence and old age and to consolidate the students' 
understanding of a theme essay. 
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Example 2 (Content Passage I Science) 

Wc chose the second example to illustrate two problems that occur 
frequently. First, vocabulary is a major problem in science and other 
content texts. Therefore, the instruction should provide opportunities (1) 
to clarify students' understanding of specific terms and (2) to examine 
the relationship of the ideas in depth later through questioning. Second, 
many students lack strategies for organizing and integrating the informa- 
tion in comparative organizational patterns, especially when the content 
is technical or abstract. Matrices are the most appropriate graphic for 
outlining comparative information; they facilitate compare /contrast anal- 
ysis because the matrix structure reflects how one set of information (the 
columns) systematically cuts across the second set of information (the 
rows). 

Most of the instruction in Example 2 is built around a matrix with the 
three types of rocks as column headings and the key points of compari- 
son as row headings. The fint activities focus on constructing the matrix. 
Then, once the information is in the matrix, there are several analytical 
activities. First, there is a compare /contrast analysis that yields the type 
of information that students would be required to comprehend and 
remember. Second, the students use the matrix to generate hypotheses 
about the relationship of items in the matrix; these hypotheses would 
then be the topic of subsequent research. Third, the students may com- 
plete assigiiaTients that relate the subject matter, rocks, to broader issues 
in various content areas. Finally, the last extension activity discusses how 
to use the mauices for other topics. 

It is also useful to reiterate how important this mapping /graphic 
procedure is for planning sequences of instruction. Once we mapped the 
information from the science text into the matrix, we saw that there were 
few obvious similarities among the rocks. The types of rock were far 
more different then they were similar. At the same time, the matrix 
format pemiitted us to see relationships that would have been difficult 
to infer from the prose text. Our questions were generated from this 
analysis. Had the analysis of the matrix revealed more similarities or 
overall patterns, as is often the case, we would have used the matrix for 
writing an essay as well. 

Example 3 (Literature /Poetry) 

For the sequence of instruction on the Wordsworth poems in Example 
3, our goal was to help the students appreciate Wordsworth's view of the 
world as expressed through figurative language, the vividness and flow of 
the language, and the nuances of meaning. To attain this level of 
understanding requires the coordination of many cognitive and metacog- 
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nirivc processes as well iis considerable prior knowledge about poetry as a 
genre, types of figurative language, and other elements of style. 

Yet, many studenu have little background knowledge about the style 
of specific poets, the * 'sound" of a poem ^iS it might be read by a model 
reader of poetry, the thinking processes involved it] constructing mean- 
ing for poetic language, or the notion of thinking about nature and the 
world. G>n5equently, this instruction focuses on modeling (1) an oral 
reading, (2) the cognitive and metacognitive processes needed to con- 
struct meaning for one poem, and (3) the differences in meaning and 
perspective that are attained from several * 'passes" at reading the same 
poem and from considering different points of view as the students take 
turns at thinking aloud. In a real classroom situation, we would also have 
had a suong focus on comparing and contrasting the poems. 
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CONTENT EXAMPLE 1 



Content Objective (Literature: Short Story or Novel) 

Students will read The Pigman by Paul Zindel to understand how stages of 
development are states of mind as well as physical stages. 

Overviev\^ of Instructional Strategies 

Before Focused Instruction: The teacher elicits students' prior knowledge of 
stages of development and provides/reviews background information of cat- 
egories for determining theme, strategies, and information about genre. 

During Focused Instruction: Students refine the hypotheses they formulated 
earlier. 

After Focused Instruction: Students write about tne theme. 



BEFORE FOCUSED INSTRUCTION 

► Discuss Objective/Task 

EXPLAIN that the purpose of this instruction is to consider major themes 
about adolescence and old age in The Pigman.^ 

► Activate/Provide Prior Knowledge 

ASK students to define one characteristic of adolescence and one of old 
age, and then evaluate whether or not the characteristic is unique to adoles- 
cence or old age. 

At the end of the discussion, REVIEW the unique characteristics of each 
period of life.^ 

► Preview Materials at Hand 

If necessary. REVIEW/EXPLAIN briefly questions in Figure 1a Students may 
use these questions to help identify the theme. 



^Variation: Eliot characteristics of novels many episodes, extensive character development, 
complicated interactions among characters, extensive description of characters' actions and 
feelings, setting described in detail, more than one thenne The unity of a novel derives from its 
plot. 

Discuss the usefulness of understanding these characteristics to appreciate and comprehend 
the structure of a novel, to appreciate this form of communication, to approach a new novel 
wrth expectations of its form, to compare and contrast one novel with another 

^Variation: Summanze the characteristics of adolescence and old age in a matrix on the 
chalkboard Possible row headings for the matrix are Work. School. Personal Relationships. 
Responsibilities, and Physical Characteristics 
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S^ifJ^inVS'J, '^^^ ^^""^i ^"^""^^ °" '^'"^'^"^ in adolescence and 

thP rhl.!^i?^' °^ '^'^^^ ' ^^^'^e the behavior of 

the characters as they move from one role to another. 



Figure la. Theme Frame 



1 . Are there any clues to the theme m the title"? 

2. Does the author state the theme(s) directly^ 



4. Are there clues from the characters' conversations or thoughts'? 

5. How do the characters change? What lessons do they learn-? 

7 Tf,^^^ "^"^ problems or conflicts? (one character against another etc ) 

fr^"^ characters' actions? Is thar tehavor 

norma) or deviant? Rational or irrational? Constructive or destructive^ 
8. IS there anything about the setting that is distinctive or unusuaP 

S2.1^a°; crS/^ '"'"^^''^ ^bl.ograph.es-e.g., teacher's 



► Focus Interest/Set Purpose 

^on'^'ll!Jf '° 9®"®'^^^ ^ 9®"«^3' hypothesis of a theme and 

then to look for concrete examples to refine the hypothesis.' 

hlPtSnti^n ^iImh"'"" ^yP°^hesis of a theme and a rationale for it 

by thinking aloud or ask a student to model the process. 



DURING FOCUSED INSTRUCTION 
Clarify Ideas/Construct Meaning for Segments 



DISCUSS students' general impressions of Zindel's theme about develoo- 
^s^^^'l^rZ^T^^L'^'' '''' ^^"^^"^ ^° 9ive a rationale 



GUIDE students to relate specific examples to the theme. For example ASK 
Hn,S H ? "^^^"'"9 °^ adolescents' dressing up in' adult 

^S^n^l??n<g?^^K^"'' ^^^^ ^^^y ^^'"^ ^^"^"^6 or mo^ aduS 
the th«ne '^^^^^ ^° 3®"®'^' 'f^ipressions of 

S^iSiSts^'stT^^^^ •'^^ 9- '►^^ - op,n,onna.re 

1 I think everyone should act his/her age 

2 I think It IS ail right for older people to pretend they are young 
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► Clarify Ideas 



During or after the discussion about themes, ASK students to pause and 
identify anything they do not understand/ 

DISCUSS the value of looking back to reread or skim certain portions of the 
novel to help clarify misunderstandings. 



► Construct Meaning for the Whole Passage 

Using the questions in Figure 1b as a model, ASK students to suggest and 
discuss criteria for writing about a theme. 



1 . What is the theme of the selection? (Give a general statement.) 

2. Can I be more specific? Can I elaborate? 

3. What are some key examples of the author's illustration of the theme— e.g., the 
characters' behavior? 

4. What does this theme mean for my life'? For other people s Iivo^st 



ASK students to use the critena to write a summary of the theme.' A sample 
summary follows. 



♦Variation: Have students compare their ideas at)Out the theme to ideas m other sources such 
as teacher's notes and literary critiques 

^Variation: Guide students to outline the theme and key examples in a spider map (see Figure 
1c) using the questions in Figure lb to help construct the map Have students write an essay 
using the map to organize the text 



AFTER FOCUSED INSTRUCTION 



Figure 1 b. Qu«stlons for Writing about Themes 
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Sample Summary of a Thema 



One of the main themes in The Pigman by Paul Zindel is that people should act 
their age. People who do not can get into a lot of trouble and hurt many people. 

In this book, Ihe characters constantly shift in and out of different age roles. 
Lorraine and John are teenagers. Most teenagers spend their time in school with 
other teenagers, but Lorraine and John are bored in school As a way to overcome 
their boredom, they befriend an old man, Mr. Pignatti whom they call Pigman, and 
spend increasing amounts of time with him in his house. Most of the episodjs in the 
book tell how John, Lorraine, and the Pigman try desperately to have fun 

The problem is not that the three characters are friends but that they are trying to 
return to the easy life and pleasures of childhood. For example, John and Lorraine 
dress up in dothes that belonged to Mr. Pignatti's wife and pretend that they are 
adults, just as many young children do. Mr. Pignatti buys John and Lorraine and 
himself many gifts; most of them are toys such as roller skates. For a long time Kir. 
Pignatti does not tell his young friends that his wife is dead; he even seems to ha/e 
trouble admitting it to himself. Even the nickname John and Lorraine have given Mr. 
Pignatti— Pigman—indicates their childish behavior. Thus, what the characters want 
and the ways they behave are in conflict with the responsibilities and realities of 
*^ng an adolescent and an older, retired man. 

""^ere are three episodes that show the theme very clearly. First, all three charac- 
ters (Oiler skate inside Mr. Pignatti's house. When Mr Pignatti tries to climb the stairs 
with his skates on, he falls and has a heart attack Second, while Mr. Pignatti is in the 
hospital, John and Lorraine invite all their friends to Mr. Pignatti's house for a party. 
The party gets out of hand, and the teenagers make a terrible mess of the house. 
Mr. Pignatti comes home while all of this is going on and seems to begin to realize 
the danger of trying to act like an irresponsible child again. Finally, John and 
Lorraine arrange to meet Mr. Pignatti at the zoo. While they are there, Mr. Pignatti 
has another heart attack and dies. Lorraine blames herself and John for his death, 
but John has learned that not only were they at fault, but Mr. Pignatti was, too. All 
three were behaving in ways thai were inappropriate for their ages. 

In our society rrjany adults yearn to be young and foolishly try to behave like 
children, tdso, many teenagers resent not being treated as adults and, in contrast, 
sometimes behave very childishly. This novel shows m a very effective and moving 
way that although having friends of different ages may be a good thing, it is impor- 
tant to accept the age that you are and behave accordingly 



► Assess Achievement of Purpose/Learning 

DISCUSS what students have learned about the roles of various develop- 
nnental stages in life, especially adolescence and old age. COMPARE their 
ideas to ideas they had before the lesson. RELATE these new learnings to 
personal growth/experience. 

► Extend Learning 

DISCUSS other authors who wnte about similar themes and/or other works 
by Paul Zindel to generate interest in further reading. 

DISCUSS other opportunities to use the theme franne— e.g., for interpreting 
themes in other genres. 
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Figure 1c. Spider Map 




CONTENT EXAMPLE 2 



Content Objective (Content Area Passage/Rocks) 

The students read a text to learn about the three types of rocks. 

Overview of Instructional Strategies 

Before Focused Instruction: The students predict the content of the passage 
from prior knowledge of rocks and a survey of text features. 

During Focused Instruction: The students read to construct a matrix. 

After Focused Instruction: The class constructs and analyzes the matrix to 
make compare/contrast statements. 



BEFORE FOCUSED INSTRUCTION 

► Discuss Objective/Tasl< 

EXPLAIN that students will read a text and construct a matrix to learn about 
rocks.' LINK this objective to previous instruction. 

Ask the students why it is important to know about rocks. DISCUSS the 
various occupations in modern society that need to know about rocks.* 

► Activate Prior Knowledge 

ELICIT what the students already know about rocks: 

1. What are some examples of rocks? (coal, marble, slate, etc.) 

2. Where do rocks come from? (Some are found on the earth's surface, 
some below it, and some on the floors of oceans, seas, and lakes.) 

3. How are rocks formed? (They are built up from minerals that harden like 
the stalactites and stalagmites in caves, from the pressure of the earth's 
layers on top of one another, and from molten lava that cools and 
becomes rock.) 

EXPLAIN that the class will read the texi to compare their answers with 
those of the author. 

► Focus Interest/Set Purpose 

ASK the students to skim the title, subtitles, and graphics. 



^Variation: DISCUSS uses of rocks in earlier historic eras— e g , for cavadwellers 
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With the students, PREDICT the text structure (compare and contrast be- 
cause the text discusses three types of rocks) and the main categories of 
information to be discussed. 

As a way of summarizing the discussion, LIST the three types of rocks 
(igneous, sedimentary, and metamorphic) on the chalkboard. LIST also the 
key categories of discussion— e.g., characteristics of rocks and the process 
of forming rocks. 

► Discuss Objective/Task 
EXPLAIN the following: 

1. There will be a number of difficult vocabulary words. 

2. Teytbooks have different ways of providing definitions of difficult words 
m the body of the text. 

DISCUSS/REVIEW the various clues for finding definitions in the text: 

1. In parentheses after the word 

2. In between commas after the word 

3. Alter "that is" 

4. In a sentence after the word.^ 



DURING FOCUSED 'MSTRUCTION 

► Construct Meaning for Segments 

USE start/stop procedures to read and process segments of text. For exam- 
pie, ASK students to read the text for one type of rock. Then stop to select 
important information and assimilate new ideas. (Use other stopping points ff 
the text is organized differently.) 

► Clarify Ideas 

PROVIDE opportunities during this start/stop process for students— 

1. To clarify or identify vocabulary problems and gaps o* information. 

2. To ask questions about liie meaning and the importance of specific 
segments of the text oi specific categories of information. (This is partic- 
ularly important ;n reading difficult texts.) 



^Variation: It may be appropriate for the students to figure oiit tpa meaning of difficult words 
before they read. ASK the students to (1) skimthe text again to fist all vocabulary, (2) /nfer their 
meanings from the sentences around each word and write their definitions out before reading, 
and (3) infer the categories for each word— e.g., compacting is a process that forms rocks Use 
a glossary or dictionary to check meanings if necessary 
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AFTER FOCUSED INSTRUCTION 
► Construct Meaning for the Whole Passage 

CONSTRUCT a matrix on the chalkboard such as the one in Figure '^a and fill 
it in as a class. 



Figure 2a. Rock Matrix 





Igneous 


v^imentary 


Metamorphic 




Extrusive 


Intrusive 


Clastic 


Chemical 


Organic 




Formation 

PrOC8SS66 


Cooling 
Hardening 


Compacting 
Cementing 


Evaporation 
Preopftation 


Hardening 
Compacting 


Heat 
Pressure 


Matenals 
Used in the 
Formation 


Magma 
(molten rock) 


Small 
pieces 
of rock 


Minerals 


Organic matter 
such as shells 
and plants 


Existing 
rock 


Location 
of the 
Formation 
Processes 


On the 
earth's 
surface 


Below 
the 

earth's 
surface 


Ck^ean floors 
On the earth s surface 


12-16 
kilometers 
below the 
surface 


Examples 


Ousidian 

Pertite 

Puni.ce 


Granite 


Braaa 

Sandstone 

Shale 


Limestone 
Rock salt 
Rock gypsum 


Coal 

Chalk 

Coquina 


Gneiss 
Marble 
Quartzite 



EXPLAIN that these general categories of information (the column and row 
headings) are likely to be used to organize information about rocks. 



EXPLAIN that the columns summarize the important information for each 
type of rock and that the .ows encourage a corr pare/contrast analysis 
across categories. 



ANALYZE the matrix for similarities and differences. Figure 2b shows some 
compare/contrast stateme its that can be made. 
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FIgura 2b. Compart/Contrast Statements 
Aboirt the Three Types of Rocks 



1. There are no similarities among the three kinds of rocks. 

2. Similarities between igneous and sedimentray rock are as follows 

a. They both have subtypes: 

» Igneous rock can be extrusive or intrusive, depending on where it is 
formed; 

• Sedimentary rock has three subtypes— clastic, chemical, and organic— 
which differ in terms of how they are formed and what they are formed 
from. 

b. Igneous and some organic sedimentary rock are formed by hardening. 

c. Igneous and clastic sedimentary rock are formed from rock. 

d. Sedimentary and extrusive igneous rock are formed on the earth's surface. 

3. Similarities between igneous and metamorphc rock are as follows: 

a. Both are formed from rock. 

b. Metamorphic and intrusive igneous rock are formed below the earth's 
surface. 

4 Sedimentary and metamorphic rock are similar in that clastic sedimentary and 
metamorphic rock are formed from rock. 



► Assess Achievement of Purpose/Learning 

DISCUSS what has been learned and what pieces of information are 
missing. 

► Extend Learning 

GENERATE new questiono for learning with the students that use the infor- 
mation in the matrix. EXPLAIN that the students are to integrate information 
in the different cells of the matrix to generate hypotheses about the answers. 

ASK the students to identify the rows containing information for the answers. 
These hypotheses may then be verified by the teacher or subsequent 
research. 

1. Granite, marble, and quartzite are very hard. Why? (These rocks are 
found (or formed] beneath the earth's surface where the pressure is 
very great. Rows 1, 3, and 4) 

2. Coal and chalk are relatively soft rocks. Why? (These rocks are found [or 
formed] on ocean floors and on the earth's surface where there is less 
pressure, and they are made from organic matter. Rows 2, 3. and 4) 

3. Sandstone and shale are harder than chalk and ccal. Why? Sandstone 
and shale are also found on the ocean floor and the earth's surface, but 
they are made ot existing rocks, whereas coal and chalk are made from 
organic matter. (Rows 2, 3, and 4) 
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To cx)nnect what the students have learned about rocks to other content 
areas, use such questions as the following: 



1. What IS Stonehenge? What rocks were used? How was it built? Why 
does it still last today? (Other examples of interest: the Roman aque- 
ducts, the pyramids) 

2. VVho are some important sculptors— e.g.. Michelangelo— who worked 
with stone and rock? How did working with rock and stone influence 
their lives and art? 



DISCUSS how useful it is to summarize comparative information on two or 
more things in a matrix. DISCUSS equivalent uses (see Figure 2c). 



Figure 2c. Uses for Matrices in Literature and Content Subjects 



Comparison 



1. 
2. 

3. 
4. 



People 
Grou.os 

Places 
Things 



5. Time periods 



6 Ideas 



Examples 

Characters in a novel, political leaders, authors 

Nations, political groups, cultures, groups within a nation or 
culture— e.g., minority groups 

Regions, co tntries, aties 

Animals and plants, inanimate objects 

One character or nation at two different time periods, before/ 
after analyses of states or conditions, the stages of develop- 
ment of something 

Ideologies, doctrines, treatises 



DISCUSS how to use matrices as mnemonics (memory devices) to study for 
tests. NOTE that the matrix converts complex information into lists of key 
words, each of which has rich associations with adjacent words in the matrix 
and with the column and row headings. (This discussion can lead to a 
general discussion of how to use graphic outlines to study for tests.) 
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CONTENT EXAMPLES 



Content Objective (Literature/Poetry) 

Students will read three poems by William Wordsworth— ^" I Wandered Lone- 
ly as a Cloud," 'The World Is Too Much with Us/' and "My Heart Leaps Up 
When I BehoW— to understand Wordsworth's perspective about nature 
and the world, his style, and his use of figurative language. 

Overview of Instructional Strategies 

Before Focused Instruction: The teacher focuses on understanding poetry 
as a genre for certain purposes of expression. 

During Focused Instruction: The teacher guides students through two of the 
poems for overall meaning, sensory images, and quality of voice during oral 
reading. 

After Focused Instruction: Students independently practice these processes 
using the third poem. 



BEFORE FOCUSED INSTRUCTION 
► Discjss Objective/Task 

DISCUSS why it is sometimes difficult to understand poetry— e.g., unfamiliar 
vocabulary and style; use of figurative language.* 

REVIEW/EXPLAIN the many purposes for reading poetry: to enjoy the rich 
language, images, and associations; to understand the perspective of the 
poet; and to understand and use the techniques of the poet. 

REVIEW/DIPCUSS poetry as a genre that- 

1 . Uses creative structures. 

2. Uses creative language— e.g., figures of speech, symbolism, imagery. 

3. Uses oral language patterns— e.g., alliteration. 

4. Expresses feelings and thoughts. 

5. Recreates experiences, moods, and feelings. 

6. Expresses a point of view.^ 



^Variation: DEFINE figurative language and the particular types m Wordsworth's poetry— 
e g r sirrile 

To help students connect figures of speech to their own experience, elicit and discuss figures of 
speech commonly used in the present time -e g . "tough as nails," "soft as a kitten ** 
'Variation: Assess students* knowlege of these genre characteristics, list them on the 
chalkboard. 




DISCUSS the importance of visualizing sensory images, hearing sound pat- 
terns, and evoking word associations while reading poetry. 

► Activate Prior Knowlege 

GENERATE characteristics of c reading and categories for understanding 
poetry. (See Figure 3a.) 



Figure 3a. 

Characterittio of Oral R—dlng and Categories for Understanding Poetry 



Characteristics of Oral Reading 

1 . Enunaate words in meaningful idea units (phrasing) 

2. Match tempo of voice with rhythm of poem. 

Categories for Understanding 

1 . Recognize richness of language, sensory images evoked, word associations. 

2. Identify levels of meaning (literal and interpretive; multiple meanings). 

3. Appreciate figurative language— e.g., simile, personification. 

4. Reflect on complexity of thought/meaning; experience. 

5. Understand the author's perspective about the world. 

6 Evaluate the form and genre of the poem as an effective means of communication 



► Provide Information 

EXPLAIN to students that you will rear oud 'The World Is Too Much with 
Us" to model ways to read and interpret poems. Then, students will read 
orally and interpret the other Wordsworth poems 

DISCUSS the value of rereading something several times for different pur- 
poses. READ the poem several times.^*^ 

1. For the first reading, THINK ALOUD about the overall meaning, the 
major theme of the poem. DISCUSS this meaning with the class. (See 
Figure 3b) 



'w*l2^I^"' ^^y^ ^° ^'9^^® °^ meanings for unfamiliar words 

^Varittlon: Alternate thinking aloud and asking students to thmk aloud 
'Variation: Play recordings of two professional readers reading one of the Wordsworth 
poems Ask students to compare the two readings, focusing on the Oral Reading Criteria and 
the different feelings, reactions, and impressions students have 
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Figur« 3b. Sample off Thinking Aloud About Overall Meaning 



The World Is Too Much with Us'' 



The world is too much with us: late and soon, 
Getting and spending, we lay waste our p)owers. 
Little we see in nature that k ours; 
We have given our hean<i away, a sordid boon! 
This S3a that bares her bosom to the moon. 
The winds that will be howling at all hours 
And are gathered up now like sleeping flowers. 
For this, for everything, we are out of tune; 
It moves us not.— Great God! I'd rather be 
A pagan suckled in a creed outworn; 
So might I, standing on this pleasant lea. 
Have glimpses that would make me less forlorn. 
Have sight of Proteus rising from the sea; 
Or hear old Triton blow his wreathed horn 



Wordsworth seems to be saying that we 
have very httle connection with nature 
any more We pay too much attention to 
the material world and not enough to the 
natural world around us. Wordsworth is 
very critical of that way of living. He 
would rather live a simpler life and be 
doser to nature as people used to be. A 
summary of this poem would be "Peo- 
ple think about the material world too 
much They should enpy, appreaate, 
and respect nature more than they do " 



2. For the second reading^ THINK ALOUD how you interpret the figurative 
language, sensory images, and poet's choice of words: how they evoke 
specific nuances and contribute to general impressions. Focus especial- 
ly on how to recognize figures of speech; for example, 'This sea that 
bares her bosom to the moon ..." is an example of personification. The 
sea does not "ontain a bosom; a woman does. "The winds ... are 
gathered up now like sleeping flowers . . is a simile in which the winds 
are compared to flowers. 

3. For the third reading, FOCUS on quality of voice and characteristics of a 
good oral reading of poetry. EXPLAIN that much of the enjoyment of 
poetry comes from hearing the words spoken aloud or hearing one's 
inner voice speak them (subvocalizing). DISCUSS with students the fact 
that the oral reading characteristics in Figure 3a may also be criteria for 
listening to/appreciating poetry. 

► Activate Prior Knowledge 

ASK students if they have ever spent some time watching clouds and 
wished that they could travel through space as clouds do. ASK students to 
visualize what a hillside of daffodils might look like if seen from the perspec- 
tive of a cloud.* 



^Variation: Ask students to draw pictures of what they think a field of flowers would look like 
from the point of view of a cloud 
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DURING FOCUSED INSTRUCTION 



► Construct Meaning for Segments 

ASK a student to read the first stanza of *1 Wandered Lonely as a Cloud" 
GUIDE students to construct the meaning and to interpret the figures of 
speech about being a cloud and the crowd of daffodils. (See Figure 3c.) 



Figure 3c. 
Sample of Thinking Aloud About 
Overall Meaning and Figures of Speech 



Stanza 1 . The poet tells how he felt and what he saw as he was walki.ig arouno 
the countryside. He compares himself to a cloud: "lonely as a cloud" (simile). In 
the lines "I saw a crowd, A host of golden daffodils," he uses "crowd" and 
"host," words we usually assoaate with groups of human beings, instead of 
"bunch" or "field of ," words we associate with groups of flowers. 

Stanza 2. The poet says that there were flowers everywhere. He compares them 
to stars: "continuous as the stars that shine"; he says that they ' stretched in a 
never-ending line." that there were "10,000 at a glance" (hyperbole). In the 
personification "tossing their heads in sprightly dance," he gives the impression 
that the flowers are happy and free 

Stanza 3: The poet continues the idea that the daffodils are happy: "but they 
outdid the sparkling waves in glee." He says that seeing the flowers so happy 
has made him feel happy also. In the last two lines of the stanza, he hints at the 
important idea developed in the last stanza. 

Stanza 4* The poet implies that not only is nature pleasurable at the time people 
experience it, but also it can remain in memory and keep on giving pleasure jusi 
by being recJIed 



OLLOW this procedure for each of the remaining stanzas (see the sample 
in Figure 3c), scaffolding instruction to allow each reader to take increasing 
responsibility for constructing meaning. 

ENCOURAGE students to evaluate constructively each other's oral readings 
and interpretations. (See the oral reading characteristics in Figure 3a.) 

REREAD or have students reread some of the stanzas for further discussion 
of word associations, nuances, and sensory images and their contribution to 
the meaning of the poem. 
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AFTER FOCUSED INSTRUCTION 



► Construct Meaning for the Whole Passage 

DISCUSS the overall meaning of "I Wandered Lonely as a Cloud" (the 
beauty and comfort of nature and natural form as an end m itself). 

► Extend Learning 

ASK students to use the procedures below to write an interpretation of "My 
Heart Leaps Up When I Behold." A sample interpretation essay is given 
below.' 

1. Review the characteristics of oral reading and categories for under- 
standing poetry in Figure 3a. 

2. Read the poem for general impressions ar^d overall meaning. 

3. Reread the poem to analyze the meaning of specific lines and figures of 
speech, taking notes on key points. 

4. Use the frame questions for writing about themes in Figure 1b to write 
an interpretation of the poem. 

5. Read the draft three times: first for overall meaning, second for the 
meaning and style of individual sentences, and third for grammar and 
punctuation. Revise the draft as needed. 

6. Share interpretations with other students. 



Sample Essay Interpreting a Poem 

"My Heart Leaps Up When I Behold** 

Wordsworth feels excitement and joy at seeing a rainbow and, indeed, loves and 
appreciates everything in nature. He thinks of nature as a unifying force that gives 
meaning to his life, and he would rather die than live without the excitement of seeing 
a rainbow. Nature is the Important thing that connects and gives meaning to his 
experiences as a child and as a young man, and that will continue to give meaning 
in the future when he is an old man. 



► Assess Achievement of Purpose/Learning 

DISCUSS what students have learned about reading and understanding 
poetry and the meanings of the three Wordsworth poems. 



^Variation: Students may work >n pairs to write thetr tnterpretations 
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► Extend Learning 



WRITE a poem on a topic Wordsworth might have written about.^^ 

COMPARE/CONTRAST "I Wandered Lonely as a Cloud" with either of the 
other two poems. For example, "I Wandered Lonely as a Cloud" focuses 
entirely on the joy of nature as an end in itself; in the other two poems, 
nature is a means of reflecting on life and the world J° 

Have students LOOK UP Romanticism in a dictionary/encyclopedia/literature 
textbook. DISCUSS the characteristics of Romanticism and how these three 
poems and/or other poetry by Wordsworth illustrate these characteristics.^^ 



'Variation: Have students write a dass poem 

'Variation: Have students illustrate or fmd appropriate photographs from magazines for 
tneir poems or the dass poem 

'•Variation: students may record these and other poems by Wordsworth and other Roman- 
tic poets to share with the dass 

Variation: Have students construct a matrix to help them see similarities and differences 
among literary penods. Cells could contain speafic examples of different treatments of nature 
from representative poems 

'^Variation: Have students compare/constrast one of the Wordsworth poems to the poems of 
another Romantic poet, or to the poems of a neodassical or modern poet that deal with nature 
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Chapter 5 



SKILLS OBJECTIVES 



OVERVIEW 



There are four broad principles for sequencing skills instruction. The 
examples in this chapter reflect two of them— but in order to understand 
these r/o examples fully, it is useful to explain all four principles. 

Four Principles for Sequencing Skills Instruction 

The Content-Driven Principle: Using this principle, the teacher selects 
the skill according to its appropriateness for a given content and task. For 
example, if the task involves understanding the meaning of specific 
plays, it is important to comprehend the meaning of each one, to 
compare them for their similarities in genre, and to contrast these charac- 
teristics with some other genre. Thus, a teacher might teach story map- 
ping and /or summarizing as a means of comprehending each play, as 
well as constructing a matrix for the compare/ contrast analysis, liiis type 
of instruction, illustrated in Chapter 3, is our strong preference. 

One advantage of the c ^ntent-driven principle of skills instruction is 
that the skill is selected to help understand tiie meaning. A disadvantage 
of this instruction is that students can process only a limited amount of 
information at once, and the teacher must assess to what extent the skills 
instruction detracts from learning the content. This is especially true in 
teaching low-achieving students who often require very explicit skills 
instmction with scaffolding and ample opportunities to practice the skill 
and apply it in new contexts. A second disadvantage of this principle is 
that the teacher may not be able to control the content so that it 
progresses from easy to difficult. This is panicularly important in content 
courses and basal readers. 

The '*Loci'Step'* Principle: The lock-itep principle arises when a 
school curriculum sequences literally hundreds of discrete skills into a 
skill hierarchy with little reference to the concepts we have described in 
this book, such as the use o^ organizational patterns, scaffolding, increas- 
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ing complexity, and increasing diversity. Using the lock-step principle, a 
student may attain mastery in outlining skills by filling in words in a 
partially completed categorized list in one year; filling in phrases or 
sentences in a panially completed two-level outline structure in the next 
year; and filling in phrases or sentences in a panially completed three- 
level outline structure in the following year— -vithout ever learning to 
outline complex texts in diverse classroom situations with proficiency. 

Thus, the lock-step principle focuses almost exclusively on sequencing 
skills from easy to difficult without sequencing content toward increasing 
complexity and increasing diversity in terms of organizational patterns. 
Nor docs there seem to be much effort to vary the degree of teacher 
support in the lock-step principle. We believe that this "impoverished" 
concept of skills instruction is the primary reason for much of the criti- 
cism of teaching skills objectives as ends in themselves. 

The solution to this problem, in our opinion, is not to eliminate 
adjuna skills courses and separate skills instruction within language arts 
courses. Instead, our solution to the problem of impoverished skills 
instruction is to provide "enriched" instruction oriented to the goal of 
strategic learning. In enriched skills instruction, skills would be taught 
with reference to specific organizational patterns, with increasing com- 
plexity of content, with the coordination of cognitive and metacognitive 
processes, and with scaffolded instruction leading to student responsibil- 
ity for learning. In essence, we are suggesting that enriched skills instruc- 
tion contains many of the elements of cognitive instruction discussed 
throughout this book. Skills Examples 1 and 2 are intended to reflect 
enriched skills instruction. 

This type of skills instruction has two advantages: (1) the teacher can 
sequence the content from easy to difficult more easily, and (2) both the 
teacher and the student can focus on learning the skills, rather than on 
tiying to learn a difficult content and the skills simultaneously. The 
disadvantage is that it is ver/ difficult to transfer skills from one context 
to another. However, this problem can be minimized by presenting 
contrasting organizational patterns with ample opportunities for practice 
in applying the skill to specific paragraphs and in deciding which organi- 
lational pattern is represented. 

Enriched Skilfs Instruction— The Selected Skills Principle: To explain 
the principle of enriched skills instruction, we refer to the ski analogy 
cited by several researchers (21, 65). Ultimately, one wants to learn to ski 
with long skis. However, it is not useful to learn to ski using fragments 
of the skills needed for skiing with long skis. It would be more produc- 
tive to learn to ski with short skis, using rudiments of the various skills 
needed for long skis and increasing the length of the skis as proficiency is 
gained. 
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This analogy suggests that, instead of sequencing literally hundreds of 
discrete subskills from easy to difficult, schools might define a relatively 
small number of e^ssential skills for each grade level, say 7-20, and focus 
on teaching them in many different learning contexts. Thus, for the 
selected skills principle, the easy-to-difficult rule applies to the content 
arid task, not to the skill itself. In this model, the skills selected are 
critical to thinking and conceptual change, and each one is taught holis- 
tically. That is, a complex skill is taught as a whole, and the organiza- 
tional pattern to which the skill applies is presented as a whole. 

Using the selected skills principle, it would be possible to teach even 
very young students such complex skills as predicting, summarizing, and 
graphic outlining with ample opportunities to practice the skill with one 
organizational pattern and then apply it to other patterns. Ideally, this 
principle should be designed for use with scaffolded instruction, coordi- 
nation of both cognitive and metacognitive processes, and variations in 
content and organizational patterns. Skills Example 1 on finding the 
main idea illustrates the selected skills principle with enriched 
instruction. 

The idea of selecting a few essential skills that are research-based and 
teaching them throughout the school years is being implemented in 
schools and states in various ways, and particularly in curriculum guides 
for the language arts and reading tests in California, Illinois, Michigan, 
and Wisconsin (see Chapter 3 for discussion and references). Sometimes 
the implementation is in content courses, and at other times it is in skills 
courses. Additionally, the Association Collaborative for Teaching Think- 
ing (ACTT), sponsored by the Association for Supervision and Curricu- 
lum Development (ASCD), is developing a small list of research-based 
skills as part of a larger project defining the various dimensions of 
thinking (69). 

Enriched Skills Instruction— The Principle of Clustering Related 
Skills: This principle of sequencing discrete skills in clusters related to a 
:.pccific tbirking process was referred to in Chapter 1. To recall, M. 
Pressley, J. G. Borkowski, and W. Schneider (88) indicate that research- 
ers have successfully taught students to combine predicting, fin Jing the 
main idea, looking for important details, and summarizing in specific 
learning situations. Thus, while the skills are identifiable in the curricu- 
lum as discrete skills, the teacher sequences combinations of them to 
form a holistic process. In effect, the teacher or curriculum specialist is 
imposing a more meaningful organization on a given array of skills. This 
principle also considerably reduces the amount of testing required. In 
other words, instead of a separate test for each discrete skill, a single test 
would cover the combined skills and, hopefully, focus more on under- 
standing the content. 
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This principle of clustering related skills may be useful for teachers 
who are working with basal series that require the teaching of large 
numbers of discrete skills. However, using this principle by itself docs 
not mean that the instruction is enriched. For enriched instruction, it is 
necessary to interweave scaffolding, variances in content and task, and 
the coordination of cognitive and metacognitive processes. Skills Example 
2 on argumentation was devised to illustrate the skills cluster principle. 
There are some examples of this approach in recent basal readers, ad- 
junct skills programs, and thinking skills programs. 

Examples in This Chapter 

Skills Example 1 (Fimiing the Main Idea): Many schools require the 
teaching of this skill. One reason that finding the main idea is so 
difficult is that the main idea is often perceived (incorrectly) as **free 
floating,*' without reference to the specific paragraph structure in which 
it is stated or implied (B.B. Armbruster, persond communication). 

In reality, many, if not most, of the paragraphs in basals and content 
texts have main ideas that are embedded, either explicitly or implicitly, 
in specific organizational patterns such as description or sequence of 
events. We have even seen the main idea taught in a basal text using a 
compare /contrast paragraph without any explicit reference to the idea of 
comparing and contrasting. If students understood that most main ideas 
are not free floating within a given paragraph and that they may be 
related to ideas in other paragraphs, finding the main idea and under- 
standing its meaning might ) much easier. Yet, finding the main idea 
(and summarizing, for that matter) is often taught without reference 
either to the structure of the paragraph(s) or to the process of continually 
modifying hypotheses about the meaning during and after reading and 
listening. 

Ideally, we should teach finding the main idea using text segments of 
several paragraphs taken from typical textbooks. However, since most 
skills instruction involves finding the main idea for unrelated para- 
graphs, we felt that our instruction should address this reality. Thus, our 
instruction focuses on teaching the main idea for single paragraphs. 
Additionally, we use two contrasting organizational patterns to teach the 
concept that rnit.n ideas will vary in their meaning and structure in 
different organizational patterns. 

Skills Example 2 {Argumentation): We selected a cluster of argumen- 
ration skills as the second skills example for two reasons. First, there 
seems to be some confusion about what an argument is; sometimes it is 
taught indirectly under the guise of opinion paragraphs or other proposi- 
tion/suppon paragraphs, rather than focusing on argumentation as a 



distinct cogniuvc process in its own right. Second, the skills needed to 
understand or generate an argument may be fragmented into discrete 
subskills, such as distinguishing fact and opinion and formulating a 
generalization, without understanding the stru:ture of an argument as a 
whole or the criteria for judging it as a whole. 

Clearly, an argument consisting of premises and a conclusion is a 
proposition /support paragraph; that is, the conclusion is a proposition 
and the premises support the conclusion. Thus, simple arguments have 
the same underlying structure as theme paragraphs and opinion para- 
graphs. At the same time, arguments are different from other proposi- 
tion/support paragraphs in two respects. First, at the hcan of an argu- 
ment are the logical relationships among its premises and the ronclusion. 
Second, the critena for evaluating an argument focus on the relations 
among the premises and conclusion as well as on the adequacy of the 
supporting information. Other types of proposition /support paragraphs 
usually have a somewhat looser structure as well as different criteria for 
evaluating them, focusing on such issues as whether or not the facts can 
be verified. 

Understanding the structure of an argument is fundamental both to 
composing them and to comprehending them. Yet argumentation is 
ususJly taught only to older students. We believe that it is possible to 
teach argumentation at many grade levels if it is treated as a holistic 
process, focusing on whole arguments and varying the materials and 
complexity of the arguments accordingly. The instruction in Skills Exam- 
ple 2 is an apt beginning to a unit or course on argumentation or critical 
thinking. That is, our example introduces the skill of identifying prem- 
ises and conclusions as the first step in a procedure for evaluating argu- 
ments. This procedure applies both to arguments to be comprehended 
and to arguments to be composed. Also, the steps presented in the 
example's evaluation procedure can serve as pegs for subsequent instruc- 
tion. How much instruction on argumentation to hang on each peg 
depends on student abilities and the purpose of the unit or course. 
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SKILLS EXAMPLE 1 



Skills Objective (Finaing the Main Idea) 

Students will infer the main idea from paragraphs with different types of text 
structure (grades 4-6). 

Overview of Instructional Strategies 

This instruction «issumes that, generally speaking, main ideas are not "free 
floating." That is, the content and structure of main idea sentences vary 
substantially, depending on the purpose and structure or organizational 
pattern of the paragraph Thus, this objective requires a grea deal of prior 
knowledge that students often do not acquire from traditional instruction. If 
the students lack most of the information that we indicate as review, it is 
useful to teach them the requisite information before this instruction. 

Before Focused Instruction: The students review the concept of text struc- 
ture, signal words for specific text structures, and the process of construct- 
ing a main idea. 

During Focused Instruction: Small groups of students engage in extensive 
guided practice in inferring main ideas. 

After Focused Instruct' )n: The students discuss what they have learned 
HboyA inferring main idt s— in particular, when and where it is appropriate 
to construct different type? of main ideas. Students also apply their knowl- 
edge of the process to new examples. 



BEFORE FOCUSED INSTRUCTION 

► Discuss Objective/Task 

EXPLAIN that inferring the main idea is one skill that strategic readers use to 
understand and connect ideas. The class will learn how to infer main ideas 
for two types of paragraphs ♦hat are found in content texts. 

DISCUSS why it is important to construct main idea statements while read- 
ing— e.g, to classify the new information to be learned, to link it to prior 
knowledge. 

► Activate Prior Knowledge 

EXPLAIN tha* this lesson will use the K-W-L Strategy Worksheet (76). CON- 
STRUCT the worksheet in Figure 1a on the chalkboard. (Students should 
also have their own worksheets at their deskj.) 
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Figure la. K-W-L Strategy Worksheet 



What We Know What We Want to Find Out What We Learn— 

Still Need to Know 



Categories of Information We Expect to Use. Types of Paragraphs 

1. Description 5. Idea or opinion and supr )rt 

2. Problem and solution 6. Cause and effect 

3. Compare and contrast 7. Concept and definition 

4. Sequence 



ELICIT from students what they know about main ideas, and LIST this 
information in the lefthand column on the chalkboard. Students also should 
list this definition on their worksheets. 

ASK students what they want to learn about finding the main idea. IN- 
STRUCT them to list this information in the middle columri of their 
worksheets. 

REVIEW the different types of paragraphs listed at the bottom of the K-W-L 
Strategy Worksheet. 

REVIEW the fact that authors use different organizational patterns or text 
structures for different purposes and that the main idea sentence will be very 
different for each type of paragraph. 

DISCUSS the purpose of each paragraph listed on the worksheet— e.g., 
description paragraphs describe persons, places, things, thoughts, and so 
on; problem/solution paragraphs describe a problem and a solution. 

► Focus Interest /Set Specific Purpose 

ASK the students to select any two structures— e.g.. cause/effect and prob- 
lem/solution—for focused study. 

► Activate Prior Knowledge 

REVIEW the fact that each type of text structure has signal words. ASK the 
students to brainstorm signal words for cause/effect paragraphs and prob- 
lem/solution paragraphs. LiSt these on the chalkboard. (See the appends at 
the end of this example for a list of possible signal words.; 
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DURING FOCUSED INSTRUCTION 



EXPLAIN that constructing main ideas is an interactive thmking process in 
which— 

1. The reader reads or skims the beginning of a paragraph looking for (a) 
clues to the content and (b) signal words for the text structure. 

2. The reader then forms a hypothesis about the main idea and reads more 
to refine that hypothesis. To do this, the reader evaluates each new 
piece of information to see whether or not it supports the hypothesis. If it 
does not. the hypothesis is modified to accommodate the new 
information. 



EXPLAIN that throughout this process, the reader is constantly thinking. 
selecting important information, rejecting unimportant information, wonder- 
ing about relationships among ideas, and changing his/her understanding 

EXPLAIN that reading and thinking are not linear The reader does not read 
line by line trom the beginning of the passage to the end. Reading is a start- 
and-stop process in which the reader reads a bit, thinks a bit. rereads, 
rethinks, compares new information to what is known, and asks questions. 

MODEL this process using a paragrapn defining the concept of an animal 
(see Figure 1 b). 



Figura 1 b. Concept/Definition Paragraph Defining an Animal 



Almost everyone can tell an animal from something that is not an animal. How can 
we tell? We know that an animal is a living thing or an organism. We know that rocks, 
stars, and houses are not animals because they are not organisms. However, some 
organisms are not animals. Plants are organisms that are not animals. There are 
three differences between animals and plants. One difference is that an animal can 
move voluntarily, or on its own, but a plant cannot. Another difference is that an 
animal has specialized sense organs, such as eyes and ears, while plants do not. 
The final difference is that animals cannot make their own food but plants can 
through the process of photosynthesis. 



THINK ALOUD how you figure out the mam idea. PROVIDE the following 
"think aloud" questions in a student worksheet for all students (see Figure 
1c). 
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Figure lc. Main Idea Frame and Think Aloud Model 



Main idea Frame 



Think Aloud Model 



1. Skim the passage, pause, and ask 
yourself; 

a. Are there any words or graphics 
that signal the text structure*? 

b. Are there any graphics or high- 
lighted words that suggest the 
content? 

c. Is any information repeated*? 

d. What is the passage about*? 

2. Begin reading the passage. After the 
first few sentences, pause and ask 
yourself: 

a. Do these first few sentences con- 
firm my hypothesis'? If so, do 
they contain a good mam idea 
sentence? 

b. If not what ideas does my hy- 
pothesis leave out? 

3. Begin reading again, perhaps to the 
end of the passage Then ask 
yourself. 

a. What is important here*? 

b. How can I modify my hypothesis 
to include ali of the important 
ideas'? 



There are no graphics or weds high- 
lighted with boldfacing italics, or under- 
lining. But "animal," "plants,** and "dif- 
ferences* are all repeated. I think this 
paragraph compares and contrasts 
plants and animals, but it could be just 
defining animals, showing how they are 
different from plants 



The first few sentences suggest that the 
paragraph is trying to define what an an- 
imal IS, but I have not found the de^ni- 
tion yet. I bet it wiil be at the end after 
the differences, if it is given at all 



The three differences distinguish a plant 
from an animal. So I gue;"^ an animal 
has special sen^e organs moves volun- 
tarily, and must ingest food. 



► Construct Meaniriy for Segments 

ASK individual students to apply the process to several well-written com- 
pare/contrast paragraphs. Instruction should be very scaffolded here. 

1. SELECT a student partner. BEGIN the process of inferring a nnain idea 
again, working through the first set of questions in Figure 1b. 

2. ASK the class to evaluate your reading and thinking, explaining wrty your 
hypothesis was a good one. 
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3. GUIDE your student partner to work through the remaining questions, 
allowing adequate time for thinking. ASK other students whether or not 
they accept the reader's interpretation. Encourage students to provide 
alternate ideas and explanations where appropriate. 

4. FOLLOW these procedures for several new concept/definition paragraphs. 

REVIEW the concept of the problem/solution paragraph. 

DISCUSS how the main idea statement for such a paragraph will vary from 
one for a concept/definition paragraph— e.g., the main idea for a problem/ 
solution paragraph will identify the problem(s) and solution(s) in some v#ay. 

PROVIDE several problem/solution paragraphs such as the one in Figure 
1d. ASK the students to form pairs to work through these paragraphs in the 
same way that they did for the previous set of paragraphs.' 



Figure Id. Problem/Solution Paragraph About the Chicago River 



The Chicago River runs through the heart of the city of Chicago nd empties into 
Lake Michigan. In the 1800s, most of Chicago's waste products wee poured into 
the nver. The river carried the waste into Lake Michigan. As Chicf^goans dumped 
millions of gallons of waste into the river, Lake Michigan became increasingly pollut- 
ed. More and more Chicagoans became sick as a result of drinking the polluted 
water from Lake Michigan. In fact, many of them died. So Chicago hired engineers 
to end the pollution, and they decided to keep the waste from flowing into Lake 
Michigan. They developed a plan to make the Chicago River flow backwardt For 
years, hundreds of men worked to reverse the flow of the river. They completed their 
work as the new century began. In 1900. the Chicago River no longer flowed into 
Lake Michigan. 



ASK the students to write n-.ain idea sentences for several concept/definition 
paragraphs and problem/solution paragraphs until they have proficiency. 

AFTER FOCUSED INSTRUCTION 
► Construct Meaning for the Whole Process 

SELECT several students to rewew their understanding of text structures, 
signal words, and the process of constructing a mam idea statement. MAKE 
CERTAIN that each student fully articulates each idea, ASK other students fo 
elaborate if necessary. 



'Variation: ask the students to write a think aloud analysis for a short oroblem, >otution 
paragraph. DIVIDE the dass into small groups DISCUSS the think aloud statements IDENTIFY 
and SHARE model statements from each group with the class as a whole. 
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► /Assess Achievement of Purpose/Learning 



INSTRUCT the students to mite what they have learned and what thev still 
need to know on the K-W-L Strategy Worksheet. 

► Extend Learning 

DISCUSS how the class would proceed to infer the main idea for another 
type of paragraph— e.g., sequential. 

DISCUSS the reading/writing relationship— i.e., that the students can use 
these same concepts about text structures, signal words, and thinking aloud 
to write paragraphs. 

INSTRUCT the class to construct a table showing the types of text struc- 
tures, the signal words for each type, and the purpose of the mam idea 
sentence for each type. 
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APPENDIX 
Signal Words for Different Text Structures 



Compare/Contrast 

Comparing: like, alike, similarity, similarly, the same as, resemble, have in common, 
identical, also, share, likewise 

Contrasting: in contrast, whereas, instead, different, differences, however, but, al- 
though, unlike, then, while, on the one hand, on the other hand, nevertheless, yet 

Problmi/Sotution 

Problem: problem, question, puzzle, dissent, oisagree, disagreement, limitation, diffi- 
culty, need, assessment, the situation, issue, trouble 

Solution: solution, answer, respond, response, outcome, result, solve, resolve, satisfy, 
agree, consent, product, agree, agreement, return, therefore, consequently, thus, 
wherefore, hence, accordingly 

DMcrlptton 

for example, for instance, that is, appears, seems, is, looks like, has/have, is/are, 
was/were, not, can, does, namely, particularly, specifically, shows, should be/have, 
could/did, illustrates, typical/typically, characteristic/characteristically, and, additional- 
ly/in addition to, moreover, furthermore, further, also, include, besides, another 

Sequence 

first, second, etc.; before, beforehand, after, aftenward, soon, recently, currently, late, 
later, latter, last/lastly, final/finally, in the end, in the beginning, to start with, to begin 
with, at the outset, m the final analysis, early, following, as time passed, while, 
simultaneously, sequentially, at the same time, continuing, years ago, some time 
ago, foremost, forward, backward, in conclusion, to conclude 

CauM/Effeet 

as a result, because, cause, since, to, in order to, why, purpose, function, if/then, 
reason, so, in explanation, to explain, therefore, accordingly, thus, hence, led to, in 
conclusion, to conclude, result, outcome, consequence/consequent product, end, 
end result, finally, goal 

Concapt/Exampte 

for example, exemplar, a case in point, for instance, relation, relationship, concept, 
conceptually, set, subset, subordinate, superordinate, category, connection 

Propoaltlon/Suppoil 

reason, reason for, opinion, opine, think, reason, argue, in support of, counterargu- 
ment, countered, contended, maintained, suggests, indicate, demonstrate, show, 
illustrate, put forth/forward, propose, proposition, suppose, presuppose, premise, 
assume, presume, pretend, hypothesize, hypothetical, formula*<», articulate, enumer- 
ate, charge, portend, witness, appears, seems, seemingly, evidently, apparently, 
if/then, proof 




SKILLS EXAMPLE 2 



Skills Objective (Argumentation) 

Students will identify the premises and conclusion of an argument (grade 
7-high school). 

Overview of Instructional Strategies 

The instruction presented is most appropriate for high school students. How- 
ever, Lipman's Philosophy for Children program (98) strongly suggests that 
even younger children can learn about argumentation. Modifications such 
as slowing the pace, using more examples, and supplying more scaffolding 
can help make this instruction more appropriate for middle school students. 

This instruction introduces students to the first step in a procedure for ana- 
lyzing arguments. Each step in the procedure can serve as the basis for a 
large block of instruction. In fact, the procedure could serve as the corner- 
stone of a critical thinking course. 

Before Focused Instruction: The teacher leads a discussion of arguments 
and their value, introduces new vocabulary, and elicits hypotheses about 
how to identify an argument's premises and conclusion. 

During Focused Instruction: Student pairs identify premises and conclusions 
in arguments after the teacher models the process. 

After Focused Instruction: The students discuss the process and diffficulties 
in carrying it out. Individual students then find arguments in the real world 
and identi^/ premises and conclusions. Students have opportunities to apply 
their knowledge of the process of identifying premises and conclusions while 
writing vignettes and studying advertisements. 



BEFORE FOCUSED INSTRUCTION 
► Discuss Objective/Task 

Ask students to examine Figure 2a and EXPLAIN that students will learn a 
procedure for analyzing arguments. Arguments have two parts: the prem- 
ises and the conclusion. Analyzing an argument consists of identifying these 
parts and then evaluating the relations among them. This instruction focuses 
on identifying the parts of an argument. 
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Figure 2a* The Process fo; Analyzing Arguments 



1. IDENTIFY 
premises and 
conclusion 



► No conclusion 
..No premises — 



.No argument STOP 
.No argument— ^STOP 



Premises and conclusion 
identified 
I 

GO ON 
I 



2. DECIDE whether 
premises support 
conclusion 



Premises 

^ do not 

support 
conclusion 



PcK)r 

argument 



STOP 



Premises support 
conclusion 
I 

GO ON 
I 



DECIDE whether 
premises are 
true 



Premises true 

I 

Good argument 

I 



^At leat* one. 
premise is 
false 



. Poor 

argument 



.STOP 



► Activate Prior Kno\^vtedge 

ELICIT definitions of an argument a premise, and a conclusion. For 
exannple: 

• argument a belief or an action and its support; two people yelling at 
each other 

• premise, a reason for believing or acting, support fc/ one's position 

• conclusion: an opinioii that you can support; a reasonable belief or 
action 
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ASK students to study the vocabulary and examples in Figure 2b. 



Figure 2b. Argument Vucawai. and Exarr;iie8 



argument. an opinion or action and the reasons for having the opinion or 
performing the action 

premise: a reason for having an opinion or for performing an action 

conclusion, the opinion or action for which reasons are given 



Examples: A 

1 . If humans always act from 
self-interest, then acting 
morally is impossible. 

2. Acting morally ts possible 



B 

PREMISE 1 Killing an animal causes 
the anima! pain. 



PREMISE 2. We should not cause 
aniroals pain 



3. Humans do not always act 
from seif-intorest. 



CONCLUSION 3. We should not kill animals. 



DISCUSS similarities and differences among student definitions and the defi- 
nitions i.i Figure 2b. 

ELICIT which argument concludes with an action (B in Figure 2b) and which 
conclurieG with an opinion (A in Figure 2b). Elicit simple examples of each 
kind. 



► Focus Interest I Set Specific Purpose 

DISCUSS where one hears and reads arguments. Arguments are found 
almost everywhere— e.g., in the editorial pages of newspapers, in parent/ 
child discussions of what the child should do, in court. 

DISCUSS why it is valuable to analyze (identify and evaluate) arguments— 
e.g., so one will act from good reasons; so one will not be fooled. If neces- 
sary, GIVE an example in which one is fooled or does not act from good 
reasons, such as buying a particular kind of jeans because an advertise- 
ment says wearing them will make one popular. 

EXPLAIN that an argument is a way of organizing or structuring information. 
The conclusion of an argument is like the main idea of a paragraph. The 
premises are like the supporting details. The structure of a simple argument 



is the same as that for a proposition/support paragraph. An argument is 
distinguished from other proposition/support paragraphs by the focus on 
understanding the logic among the sentences and by the idea that argu- 
ments can be evaluated as being good or bad, based on the logic and the 
adequacy of the information. 

ELICIT hypotheses about how one might identify the premises and conclu- 
sion of an argument— e.g., signal words, relations among sentences, ques- 
tions like *'Does this sentence support another or is it supported bv 
another?'' 



DURING FOCUSED INSTRUCTION 

EXPLAIN that you will model how to identify the premises and conclusion of 
an argument. (Students should have a written copy of the argument.) 

ASK students to compare your model with their hypotheses aboui identifying 
the premises and conclusion of an argument. (See Figure 2c for an example 
of modeling.) 

► Clarify Ideas 

ELICIT the observation that some sentences in the letter were not parts of 
the argument and that you used signal words and connections among 
sentences to identify the premises and the conclusion of the argument. In 
short, the organization of the letter and the signals of its organization were 
what you used to identify the parts of the argument. 

ASK students to brainstorm signal words for premises and conclusions. The 
most reliable are as follows: 

• conclusion: therefore, hence, in conclusion, so, thus, consequently, it 
follows that, th implies 

• premise: for, because, if, since, the reason is. 

Less reliable signal words are listed under proposition/support in the appen- 
dix to Skills Example 1. 

► Construct Meaning for Segments 

ASK pairs of students to identify the premises and conclusions in two argu- 
ments. One should do the identification while "talking through" the process, 
me other should monitor the identifier's progress, make suggestions, point 
out problems, etc. Students switch roles after completing their work on one 
argument. 

ELICIT from studtjnts the premises and conclusions of the two arguments 
and map the structu-^fi of the arguments on the chalkboard. 
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Figure 2c. 

An Example of Thinking Aloud to identify 
the Premises and Conclusion In an Argument 



Argument 

1. To the editor 



The school board has done it 
again. 



Last Tuesday night, it allocat- 
ed 25 percent more funds to 
men's sports than to women's 
sports. 



4. The board's action is uncon- 
stitutional. 



6. Everyone knows that the Con- 
stitution guarantees equal 
opportunity for all U.S. citi- 
zens. 

6. More funds for men's sports 
provides more opportunities 
for men than for women. 

7. Therefore, the board's alloca- 
tion of funds to men's and 
women's sports is unconstitu- 
tional. 



I urge the board to reconsider 
its action. 



9. Sincerely, Lou Smith 



Model 

This argument seems to come from a newspa- 
per or magazine. 

This sentence does not tell me much. I cannot 
even tell whether the writer likes or dislikes 
what the school board has done. I need to 
read more to find out the purpose of this sen- 
tence 

This seems to be what the board has done 
again. However, I cannot tell whether this sen- 
tence begins the argument or not. Maybe this 
sentence and the first sentence are just stage 
setting. I'll move on. 

This suggests that the writer disagrees with the 
school board. Maybe this is what the writer will 
argue for 

This sounds like part of the reason why the 
board's action is unconstitutional. If it is, then 
this sentence is a premise and the previous 
sentence is the conclusion. 

This sentence links the premise and the con- 
clusion I just identified. So I think this sentence 
is another premise 

This sentence restates v»..at I thought was the 
conclusion. It also starts '*h the word f/7ere- 
fore. wh'Ch indicates the .nat comes before 
supports v'hat comes after. So I think I've cor- 
rectly identified the conclusion and the pre- 
mises. 

The argument seems to be finished. This sen- 
tence is not a reason for the conclusion that 
the boa''d's action is unconstitutional. Rather, it 
is a call for action based on the argument 
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ARER FOCUSED INSTRUCTION 



► Construct Meaning for the Whole Process 

ELICIT descriptions of the thinking processes students used to identify the 
premises and conclusions in the arguments, m particular when there were 
fevi/ signal words in the argument. For example, they might have looked for 
support relations among sentences or crossed out sentences that were not 
part of the argument. 

► Assess Achievement of Purpose/Learning 

REVIEVy what was learned: the definitions of an argument, premises, and 
conclusions, and the procedures for identifying the structure of an 
argument. 

► Extend Learning 

INSTRUCT the students to find in a periodical a short editorial or letter-to-the- 
editor containing an argument and then to identify and record the premises 
and conclusion of the argument. (Students can use these editorials or letters 
when they learn about evaluating arguments.) 

ASK students to do one of the following: 

• Write a brief essay presenting students' arguments for coming to school 
today or for going to college. 

• Write a vignette about someone arguing with him/herself about an impor- 
tant decision or a moral action. 

• Think of an advertisnnent as an argument, and then pick an advertisement 
and identify its premises and conclusion. 

These various compositions consolidate previous learning and provide 
bridges to new learning. 



ERIC 



93 



GLOSSARY 



The terms in this glossary have acquired special meanings in current educa- 
tional research. We have prov' led these meanings because special nuances of 
the terms may not have been well communicated to teachers. 



activation: the "calling up" of appropriate knowledge stmctures (or schema), 
of strategies and/or content, for use in a learning task; the process may be 
largely unconscious and usually involves making inferences. 

articulation: the verbalization of specific knowledge, reasoning, or problem- 
solving processes (25). 

clarlflf on: the identification and resolution of problems one has in under- 
standing a text — e.g., contradictions or inconsistencies (25). 

coaching: the diagnosis and correction of a student's approach to a task; may 
be part of scaffolded instruction; may involve modeling (25). 

cognKiva inatruction: instructional strategies and approaches that facilitate 
higher-level thinking and independent learning. 

comprahanalon/conatnjction of meaning: goal -oriented, active processing to 
derive meaning from a text (reading /listening) or to create meaning in a 
text (writing/speaking); depends at least in pan on the purpose of the task 
and prior knowledge. 

contant-drlvan akiiia instaiction: the content to be taught determines which 
skills will be taught as opposed to sequencing skills from easy to difficult 
and selecting content to teach those skills. 

direct inatruction 1 (cognitive psychology perspective): an approach to teaching 
strategies that explicitly informs students as to the nature of a strategy, how 
it works, why it should be used, and ^'here and when to use it (84). 

direct inatruction 2 (research on teaching perspective): a sequence of teaching 
functions including review of just completed work and homework, presenta- 
tion, guided practice, feedback and correctives, and review of weekly and 
monthly work. 

domain knowledge: the conceptual knowledge and procedures associated with 
a particular content area (25). 

fading: the gradual shift of responsibility for accomplishing a learning task 
from teacher to students (25). 

frame: a set of questions or categories of information implied by a particular 
text structure; content frames pertain to specific content areas; generic 
frames can be used across content areas (sec Planning Guide 2). 
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graphic inapplng: the process of transforming linear text into nonlinear pat- 
terns— e.g., compare/contrast matrices, flowcharts. 

hMirMica: a scries of thinking steps/ rules of thumb for accomplishing a task; 
may or may not be content-specific (25). 

Infonnad ttratagic kMmIng (ISL): acquiring metacognitive strategies through 
explicit instruction (84). 

Inttructloral apltoda/cycto: a sequence of instruction that has t^ircc phases — 
before, during, and after; has a focal point/purpose— e.g., a particular 
content or process; is highly recursive (see /earning episode/cyc/e). 

knowltdgt structure: the sum of ¥^t a student knows about a given content or 
strategy; the systematic organization of knowledge and thinking (see 

kMmlng splsodt/cycls: a sequence of learning that has three phases— before, 
during, and after; has a focal point/purpose— e.g., a particular content or 
process; is highly recursive (see instrucfiona/ episods/cyc/e). 

kMmlng atratcglM: a systematic plan for learning new content or new plans 
(strategies). 

mediation: an instructioiial approach in which the teacher intercedes between 
students and instructional materials /learning problem in order to help stu- 
dents construct meaning, especially higher-level meaning. 

matacognltlon: a student's conscious attention to and control of his/her proc- 
ess/ progress in a learning task; thinking about one's own learning. 

modaling: an instructional strategy in which the teacher demonstrates how to 
do a task. 

monitoring atrataglas: the systematic plans for a particular learning task; moni- 
toring strategies have both a diagnostic and a remedial component (25). 

prior knowladgo: the sum of a student's knowledge gained from previous 
experiences in and out of school. 

reading across ths curriculum (RAC): a philosophy that all teachers should 
deal with comprehension plus a cluster of strategies for learning in content 
areas (50). 

reciprocal teaching: instruction in which teachers and students alternate taking 
the teacher role with students gradually assuming full responsibility (81). 

response Instruction: providing explicit information about how to respond to 
questions, especially written responses; provides information about both 
product and process (58). 

scsffoMIng Instruction: providing teacher support to students by modeling the 
thought processes in a learning episode and gradually shifting the responsi- 
bility of formulating questions and thinking aloud to students themselves. 

scheme: a generalized description, plan, or structure; a conceptual system for 
understanding something (see Jknow/eJge structure). 

elgnsi vfords: die words or phrases tiiat indicate a text strucnire->e.g., *Tust," 
**scconJ," etc., for a sequential text structure. 
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I: an acquired ability to perform well— e.g., determining the main idea of a 
paragraph (see stnUegy), 

•traUgIc teaming: a concept of learning that recognizes that students have a 
repertoire of IcamLng suategies to apply in learning tasks (see Planning 
Guide 1) (85). 

•tratagic taaehing: an approach to teaching that recognizes that teachers have a 
repertoire of instructional strategies to apply in instructional episodes (see 
Planning Guide 3). 

atratagy: a systematic plan for achieving a specific goal or result— e.g., predict- 
ing (48). 

taut: any potentially meaningful message that occurs in print, graphics, speech, 
or other media. 

taxt atructuraa: specific organizational patterns such as compare/contrast, 
cause/effect, and description. 
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